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ABSTRACT
Psychologcial Education and Developmental Theory:
Differential Processing of a Human Relations
Training Exercise Based on Self-Knowledge Stage Theory
Joel D. Ziff, B.A., Columbia College
M.A.
,
Harvard University, Ed.D., University of
Massachusetts
Chairperson: Professor Gerald Weinstein
The purpose of this investigation was to determine
how a particular structural developmental theory could
be used to improve a psychological education interven-
tion. The self-knowledge stage theory (Alschuler,
Evans, Tamashiro, Weinstein, 1975) was used to create
a more effective match between a participant's self-
knowledge level and the kind of questions asked in
processing a prototyoic human relations training
exercise.
According to the self-knowledge theory, self-
know’ledge involves three distinct, inter-related
aspects: (a) direct ultimately private experiences of
thoughts, feelings, sensations, and actions, (b) de-
veloping mental processes used to translate experiences
into descriptive theories, and (c) descriptive
^eori
;^
individuals hold about their experience, its causes,
implications, and significance. Self-knowledge develop-
inent involves progression through an invariant sequence
of stages. At each stage, a person utilizes characteris-
tic mental processes in describing experience. At the
elemental stage
,
experience is described in terms of
discrete, visible aspects of a single event with-
out explicit connections; at the situational stage
,
in terms of a gestalt of a single situation composed
of causally connected elements and including internal
thoughts and feelings; at the patterned stage
,
in
terms of stable internal responses to a class of situ-
ations; at the process stage
,
in terms of actions taken
to control internal states.
The hypothesis of this study was that the out-
come of a human relations training exercise is affected
by a participant's stage of self-knowledge development.
Specifically, the expectation was that a person's
stage would affect his/her success and interest in re-
sponding to questions following an exercise. It was
predicted that a person would respond positively only
when questions required use of mental processes
appropriate to his/her stage of development
.
After identifying types of questions appropri-
ate to people at different stages, an instrument was
constructed — the Mirroring Questionaire
. This instru-
ment was used to mp^asure a person's ability to use
stage-appropriate self-knowledge processes in respond-
ing to different questions after completing a struc-
tured exercise known as m^irroring.
The Mirroring Questionaire and the Experience
Recall Test
,
used to assess self-knowledge development,
were administered to 111 participants in the study,
including 24 males and 87 females ranging in age from
eight to fifty-nine.
Analysis of data through the Pearson Product
Moment Correlation and the Chi Square Contingency
Coefficient revealed a significant positive relationship
between a person's self-knowledge stage and his/her
ability to use stage-linked self-knowledge processes
in responding to questions. Analysis of data on interest
did not reveal any significant relationship with develop-
mental level.
This study has implications for human relations
training exercises insofar as it helps to establish
guidelines for design of exercises appropriate to the
stage development of participants, guidelines which
may make exercises more effective. As an additional
outcome, the study also contributes to the develop-
ment of the self-knowledge theory by demonstrating
construct validity and the utility of the model.
The study helps to clarify how questioning affects
responses, a clarification which may lead to
modifications in design and scoring procedures for
the Experience Recall Test .
This investigation supports the notion that
similar types of analysis might be performed to generate
guidelines for application of various structural
developmental theories to other types of psychological
education
.
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CHAPTER I
INTRODUCTION
Purpose of the Study
The purpose of this investigation is to deterir.ine
hov7 a particular structural developmental theory — the
self-knowledge theory originated at the University of
Massachusetts (Alschuler, Evans, Tamashiro, Weinstein,
1975) -- can be used to improve the design of one type
of psychological education intervention — the process-
ing of a human relations training exercise.
The study will include the following:
(1) Establishment of a rationale for using
self-knowledge stage theory in design of
human relations training exercises through
a review of literature regarding applica-
tions of structural developmental theories
to psychological education interventions.
(2) Application of self-knowledge theory
to human relations training exercises, focus-
ing on identification of types of processing
questions appropriate to various stages of
self-knowledge development.
1
2(3) Construction of an instrument to measure
^
^ person s ability to use stage-appropriate
self-knowledge responses to stage-linked pro-
cessing questions. This instrument will then
be used to determine the relationship between
a person's self-knowledge stage, as measured
by the Experience Recall Test and his/her
ability to use stage-appropriate self-
knowledge responses.
(4) Discussion of the implications of the
relationship for design of human relations
training exercises and for development of
self-knowledge theory.
(5) Recomendations for further research
regarding the use of developmental theory
in design of psychological education inter-
ventions .
Definition of Terms
Structural developmental theory . According to this
theory, humian development occurs through a series of
invariant, hierarchical, and non-reversible stages.
Growth involves qualitative changes in underlying
structures which organize perception and determine
responses. Development consists of the acquisition
3or changes of the basic rules governing relations among
elements of the organism. Each stage is characterized by
certain types of internal processes unique to that
stage. (Loevinger, 1976)
The structural approach has provided the basis
for developmental theories focusing on cognitive de-
velopment (Piaget, 1967)
,
moral development (Kohlberg,
1963)
,
and ego development (Lcevinger, 1976)
,
as well
as self-knowledge development (Alschuler, Evans, Tama-
shiro, Weinstein, 1975)
The self-knowledge theory was selected to serve
as a basis for this investigation because it focuses
on changes in processes used by people to make sense
of their experiences, processes which are utilized in
human relations training exercises.
Self-knowledge theory . The self-knowledge theory is
concerned v;ith the maturation of personal knov;ledge
functions. Self-knowledge is defined as composed of
three distinct but inter-related aspects: : (1) direct
Cixperiences
,
(2) descriptive theories about the experi-
ences, and (3) mental processes used to translate
experiences into descriptive theories. (Ibid., p. 3)
4Self-knowledge development is understood from
the structural perspective as involving invariant,
non-reversible
,
and hierarchical stages. Researchers
at the University of Massachusetts have found empiri-
cal support for the following stages: (Ibid.)
At the elem.ental stage
,
personal experience is
described in terms of discrete concrete aspects of
a single event. Juxtaposition of events rather than
causality is characteristic of this stage, as if
experience consisted of an album of photographs with
little, if any, editorial commentary.
At the situational stage
,
personal experience
is described in terms of a single situation composed
of causally connected elements, including internal
thoughts and feelings.
At the internal patterned stage
,
personal ex-
perience is described in terms of characteristics which
generalize across situations over tme. Individuals
move beyond single experiences and are able to hypothe-
size what their internal responses will be to stim.uli.
At the process s tage, personal experience is
described in terms of ways in which individuals control
,
influence, modify, or develop their internal states.
Knowledge includes understandirig of processes used to
manage inner states.
5Stage level is determined by use of the Experi -
ence Recall Test (ERT )
,
in which an individual is asked
to remember and to describe an unforgettable incident.
This description is then scored with reference to
criteria which operationally define the stages.
Psychological education . Psychological education refers
to educational programs having as their primary aim
the direct facilitation of the learners' psychological
growth. (Weinstein, 1977) Psychological growth involves
development of aspects of individual psychic activity
through which an individual construes her/himself in
relationship to the self, to others, and to the world.
Although it is prim.arily concerned with emotional de-
velopment, growth involves an interplay of physical,
emotional, and intellectual elements.
Psychological education programs involve a variety
of goals, techniques, and settings. Goals include
seeking to increase achievement motivation, awareness
and excitement, creative thinking, interpersonal sensi-
tivity, joy, self-reliance, self-esteem, self-understand-
ing, self-actualization, body awareness, value clarity,
meditative processes, or other aspects of human func-
tioning. (Alschuler, 1969, pp. 5-11)
Psychological education programs take place in
schools, in industry, in private growth centers, and
6in religious institutions. Participants may include
children and adults, individuals, small groups, or
organi?.ations
. Approaches may be implemented to stimulate
development as part of ongoing educatonal programs or
to function as therapeutic interventions designed to
resolve problems. (Ibid.)
Human Relations training exercises
. A variety of
terms is used to identify the intervention which is the
subject of this investigation: human relations train-
ing exercises (Thayer, 1976), structured exercises
(Pfeiffer and Jones, 1975), and exercises (Schmuck,
et.al., 1972). Each of these terms will be used inter-
changeably in this discussion.
Although entire books are devoted to descrip-
tion of particular exercises (Thayer, 1976; Pfeiffer
and Jones, 1975), most frequently they are not ex-
plicitly defined. Those who attempt to define the
term do so in slightly differing ways, with respect
to the format (Kurtz, 1975; Lieberman, 1973), the
goals (Pfeiffer, 1972; Jones, 1975; Schmuck, 1972),
or the steps involves in performance (Pfeiffer and
Jones, 1975) Although various v;riters emphasize dif-
ferent aspects of exercises, all appear to share a
common understanding of the meaning. Utilizing all the
definitions, one can construct a complete and syste-
7matic one.
Human relations training exercises are defined
in this study as involving structured game-like activities
initiated by a group leader. They are designed to
produce inter-personal processes that participants can
easily conceptualize because they are related to personal
experience
.
Exercises involve the following steps: (1) intro-
duction of the exercise, explanation of its purpose
and delineation of the task; (2) performance of the
exercise by participants; and (3) processing of the
exercise, discussion of responses and their meanings,
application of learning to everyday life.
Stage-linked processing questions. Processing, the
third step involved in performance of an exercise,
is the part of the experience in which participants
gain awareness and make sense of their responses, de-
rive generalizations, and apply them to other aspects
of their lives. Processing occurs through discussion and
reflection. Processing is stimulated through questions
asked by the leader V7hich focus and guide the dis-
cussion .
Responding to processing questions may require
a variety of self-kncv7ledge functions: description
of physical sensations, sensory impressions, thoughts.
8feelings,^ experiences, personality traits, roles, and
abstract constructs. Experiences may be described,
explained, and valued in various ways. Responding to
uhsse questions requires skills which may be linked
y~o s i_ag0 development. Skills required must therefore
be matched to the developmental level of the partici-
pant .
A stage- linked processing question is one which
requires responses using self-knowledge functions
appropriate to a particular stage of development.
Elerp'^ntal questions stimulate responses involving
desciiption of concrete objects and physical character-
istics. Situational questions stimulate responses
involving description of internal states and sirriple
causal relationships. Patterned questions are those
which call for description of complex causal rela-
rionships or internal patterns. Responses to process
questions involve descriptions of conscious attempts
to change internal responses.
Success and interest in responding. Success in respond-
ing to stage-linked processing questions is defined as
the ability to utilize processes associated with the
stage level of the question or to utilize processes
associated with a higher stage. Success is determined
by scoring responses on the basis of criteria used in
9scoring the Experience Recall Test
. For example, in
responding to an elemental processing question, a
person is successful if he/she uses, at least, elemental
processes. Similarly, questions associated
with other stages will be successfully answered if
responses include processes associated with that
stage or with a higher one.
According to self-knowledge theory, the ability
to use various self-knowledge processes is not depend-
ent upon the context in which processes are used but
upon the individual's cognitive structure. By using the
same criteria devised for scoring the Experience Recall
Tes t to measure success in using stage-linked processes
in a human relations training exercise, it will be
possible to test this assumption, to determine whether
or not the ability to use various processes depends
upon the context.
Interest in responding is defined by an individual's
rating of the value of a particular processing question
on a continuum. After responding to processing questions
following an exercise, participants will be asked to
rate questions in order to determine the extent to
which they find questions appropriate to their ov7n
development most interesting to them.
10
Significance
This study has significance insofar as it contri-
butes to development of a systematic, empirically
grounded basis for design of psychological education
programs. The investigation has practical significance
insofar as it delineates and validates guidelines for
design of hum.an relations training exercises. It has
theoretical significance insofar as it helps to validate
and elaborate structural developmental theory, speci-
fically self-knowledge theory, as a tool in design of
more effective psychological education interventions.
Practical significance: delineation and validation of
guidelines for design of human relations training exer-
cise s . Human relations training exercises are widely
used in programs of psychological education; they are
basic tools for work in many settings with different
target populations to serve a variety of goals. Des-
pite their popularity, exercises are sometimes un-
reliable. Evaluations of their effectiveness both on
the basis of formal studies and on the basis of sub-
jective reports run the gamut from overwhelmingly posi-
tive to unreservedly negative. While some researchers
enthusiastically endorse the use of exercises in all
settings (Pfeiffer and Jones, 1975), others recomend
their use with limits (Bednar, 1974) , and still others
11
conclude that they produce negligible or even detri-
mental effects (Lieberman, 1973)
.
The design of exercises can be modified to in-
crease possibilities for positive results by identi-
fying variables which affect outcomes. For example,
the successful use of structured exercises has been
associated with the empathy of the leader, the larger
context of which the exercise is part, the cognitive
sophistication of participants, and prior acceptance
of goals by participants. (Eisenstadt, 1967; Pfeiffer
and Jones, 1975)
The self-knowledge development of a partici-
pant m.ay be another variable which helps to explain
the unreliable outcomes achieved with exercises.
Responding to processing questions requires use of
self-knowledge processes. If response to a processing
question involves use of processes beyond the stage
level of the participant, he/she may be unable to
respond successfully, failing to achieve the desired
learning and experiencing frustration, anger, and/or
boredom in being asked to perform tasks which cannot
be carried out properly. Self-knov/ledge stage theory
may thus help to clarify how to use a human relations
exercise most effectively with people at different
stages of development.
12
The importance of processing exercises has been
emphasized by many practitioners. According to Pfeiffer
and Jones (1972), exercises most often fail because of
failure to process exercises adequately. Pfeiffer and
Jones (1975) also emphasize that some participants
may require considerable assistance in integrating the
experience and suggest that leaders modify processing
questions to match the learning style of participants.
Existing literature on design of exercises is
sketchy and largely subjective. This investigation
TTiay help to elaborate specific ways in which processing
must be modified to meet differing learning needs and
styles and may help to establish empirical support for
subjective conclusions of practitioners. If the hypothe-
sis of this study is verified, then success and interest
of exercises may be increased by matching skills re-
quired in responding to processing questions with the
developmental levels of participants. For example, if
a processing question requires that a participant at
the elemental stage identify a pattern, the person
may theoretically be unable to do so. By first assess-
ing the participant's stage development, a leader can
choose appropriate processing questions.
Although this investigation focuses primarily
on processing questions, it may also provide a basis
13
for improving design of other aspects of exercises.
Effective introduction of an exercise occurs only
when participants understand and accept goals and
tasks involved in performance. Similarly, participation
in an exercise requires effective performance of tasks.
If responses required for successful involvement in
other parts of the exercise involve self-knowledge
i. unctions beyond the stage level of the participants,
then the experience may not be completed successfully.
For example, if the goal of the exercise is to gain
awareness of internal patterns, a participant at the
situational stage may not understand the goal and may
be less likely to participate with comjnitment. Simi-
larly, performance of an exercise may involve the abi-
lity to express feelings. Participants at the ele-
mental stage may be unable to successfully perform
this task. Knowledge of a person's self-knowledge
stage may therefore be helpful in designing other
components of exercises.
Theoretical significance: validation and elaboration
of structural developm.ental theory as an aid to design
of psychological education interventions. Although
virtually all psychological educators agree that the
goals involve stimulating development of people to be-
come fully integrated, healthy^ and capable, they
14
disagree ^bout what the goals mean in practice, how
to define them operationally, and how to measure whether
or not goals have been met.
1 ^“kriowledge theory has been developed in order
1-0 provide this necessary foundation for psychological
education. The self-knowledge theory is rooted in
structural developmental theory, a systematic perspective
which is part of a philosophically coherent ideology
associated with Dewey (1938). Structural developmental
theory provides a description of mental processes,
their functioning, and how learning occurs, a des-
cription which can be used to define goals and methods.
The theory represents a consistent value posi-
tion of ethical relativism based upon universal concepts.
The values are defined not by existing conditions or
cultural traditions but by philosophical inquiry. Concepts
are operationally defined in terms of behavioral char-
acteristics which can be empirically verified. (Alschuler,
Evans, Tamashiro, Weinstein, 1976, pp. 17-19)
The concept of self-knowledge was identified as
one which could serve as a common ground for all psycho-
logical education programs. Despite differences in method
and focus, all programs are concerned with understand-
ing personal data rather than with learning predominate-
ly concerned with public knov/ledge.
Thus, the construct of self-knowledge utilized
15
in this study was designed to resolve goal problems
in psychological education by being consistent with
structural developmental theory, by being consistent
with the content domain of psychological education
programs, and by containing a behavioral component
which could be used to measure the construct and to
serve as a. basis for evaluating psychological curri-
culum. The Experience Recall Test was created to
m>easure the construct. On the basis of data from use
of this test, the construct was further modified.
This study represents an effort to further validate
and refine the self-knowledge theory. Principle investi-
gators in the self-knowledge project have indicated
among other concerns, the need for 'further develop-
m.ent of the theory in showing construct validity, in
improving the relia’oility and simplicity of the
Experience Recall Test
,
and in demonstrating the utility
of the model. (Alschuler, Evans, Tamashiro, Weinstein,
19’7 5, pp. ix-x)
Evidence of a positive relationship between a per-
son's stage development and his/her success in respond-
ing to stage-linked processing questions will add to
construct validity by indicating a correspondence be-
tween theoretically hypothesized relationships and
empirically measured manifestations of these relation-
16
ships. The theory predicts that use of self-knowledge
processes will not be affected by the iniinediate environ-
ment, that a person has a defined and relatively stable
capability. This hypothesis can be demonstrated by show-
ing that processes used in responding to the Experience
correspond to those used in processing a
structured exercise. Processes used will thereby be shown
to be unaffected by particular questions asked or by
the immediate context.
A positive relationship betv.^een stage and success
111 responding to stage-linked processing questions may
also lead to development of an alternative, simpler
measure of self-knov'ledge stagb : selfyknowledge develop-
ment might be assessed by evaluating success in respond-
ing to stage-linked processing questions. The present
measure requires approximately forty-five minutes to
administer and up to one-half hour to score; moreover,
scoring procedures are complex and learned only through
extensive training. The utility of the theory is limited
at present because determination of stage cannot be easily
accomplished by practitioners and educators. Use of
stage-linked processing questions may enable them to
determine stage easily and quickly by evaluating responses
to various processing questions asked in the context
of their work.
17
A positive relationship will also indicate the
importance of using self-knowledge theory in designing
human relations training exercises, thereby demonstrating
its practical utility. The theory might then be used to
improve the match between interventions used and
the capacities of clients. The specific implications of
the theory for human relations exercises was described
in the previous section.
This investigation may help to validate not only
self-knowledge theory but may extend to structural
developmental theory as well. The investigation may help
to clarify the validity of the structural perspective in
contrast to ideas of other developmentalists . Structural-
ists regard development as resulting from interaction
between internal tendencies and external factors. Other
developmentalists explain maturation as resulting from
external factors exclusively or as resulting primarily
from inherent biological factors (Buhler, 1973) A posi-
tive outcome in this study may help to demonstrate
the superiority of the structural approach by demonstrat-
ing its accuracy as a predictor of behavior.
This investigation may also provide data which
will enable researchers to elaborate on existing theory.
For example, according to the theory, a person has
defined capabilities in using self-knowledge processes.
18
However, the extent to which a person uses his/her
full capabilities may be dependent upon the environment.
Responses might vary depending upon whether or not
experiences are being described spontaneously, in a
context promoting use of skills associated with lower
stages, or in a context promoting use of skills asoci-
ated V7ith higher stages. This investigation will help
to clarify how the context affects use of processes, to
answer questions such as these: Does a person at a
higher stage respond to processing questions linked to
lower stages using self-knowledge processes from his/
her maximum potential? Does a person use the same
self-knov7eldge functions in spontaneous expression on
the Experience Reca l l Test as in a directed context of
a human relations training exercise?
Elaboration of self-knowledge theory to include
description of how use of self-knowledge processes
varies with the context may also help to clarify ano-
ther issue which has not been articulated fully: the
dynamics of stage development, the description of hov;
a person moves to a higher stage and hov; a person grows
in ability to use functions v/ithin a stage. According to
structural developmental theory, growth involves inter-
actions with the environment. Grov/th within a stage
occurs as a person modifies a structure which no longer
19
is appropriate to the environment. (Loevinger, 1976)
-I- the extent to which self-knowledge processes
utilized depends partially upon the context, then
attempts to stimulate growth through directed question-
ing may be unproductive. Educators might be advised to
concentrate upon helping others to elaborate upon abili-
ties to use processes assoicated with the current devel-
opmental level. If responses are dependent upon the con-
text, then it may be possible to stimulate stage
grov;th through direction, by asking questions associated
ith the next stage.
Significance of this study as a guide to further
research . If success and interest in responding to
processing questions are shov/n to be linked to stage
development, then this investigation may also be signi-
ficant in establishing a precedent and guidelines for
application of structural developmental theory to psycho-
logical education interventions. A positive outcome may
indicate the need for further research to determine how
other components of exercises may be improved through
application of self-knowledge theory. Research might in-
clude investigation to determine how selection of an
exercise and its introduction may be affected by stage
development. Are certain exercises most appropriate
20
for particular stages? Similarly, performance of exer-
cises may be affected by stage development. Further
research may help to demonstrate the relationship and
to define specific guidelines for practitioners.
Other structural developmental theories may also
be applied to design of human relations training exer-
cises. For example, a person's stage of ego develop-
ment or moral development may also affect his/her
behavior in exercises. Definition of specific criteria
affected by developmental levels may be accomplished
through further research of this type.
Both self-knowledge theory and other structural
developmental theories can be applied to a variety
of psychological educatbn interventions.
Applications might focus on issues of micro-design
— design of specific interventions -- or issues of
macro- design — design of overall strategies. Microde-
sign investigations could focus on which particular
educational or therapeutic strategies might be most
appropriate for particular stages, which specific tech-
niques of gestalt therapy, confluent education,
psychosynthesis, family therapy, T-groups, behavior
modification, or bioenergetics might be most effective
for particular stages of self-knowledge development.
21
moral development, cognitive development, or ego
developmenf. Macrodesign investigations could explore
the extent to which overall approaches are most
suitable for particular stages: for example, is
behavior modification the best approach for individuals
at the elemental stage? Are T-groups most effective
with individuals at the patterned stage?
CHAPTER II
REVIEW OF THE LITEPJ^TURE
In this chapter, assumptions and propositions
upon which the study is based will be substantiated
through a review of relevant literature. In the first
section of the chapter, various structural develop-
mental theories and their applications to psychologi-
cal education will be described in order to demonstrate
their utility and to determine guidelines for this
study. In the second section, the specific application
of self-knowledge theory to design of human relations
rraining exercises will be explicated and justified.
Structural Developmental Theories and Their iApplications
to Psychological Education
In this section, a description will be made of
four structura], developmental theories and appli.cations
of these theories to various types of psychological edu-
cation. Theories to be discussed include cognitive
developmental theory (Piaget, 1967), moral developmental
theory (Kohlberg, 1963) , and ego developmental theory
(Loevinger, 1976)
,
as well as self-knowledge theory
(Alschuler, Evans, Tamashiro, Weinstein, 1975). In each
case, discussion will include an explication of rhe
22
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theory, description of applications, and an evaluation
of the outcome.
Cognitive developmental theory
. The theory of Jean
Piaget is primarily concerned with cognitive develop-
ment. Piaget hypothesizes that development involves
movement through a series of four stages. Each stage is
characterized by particular types of schema, internal
plans which determine the direction of thought, fantasy,
and action. (Breger, 1974, p. 106) For example,
sucking and grasping schema are characteristic of the
first developmental stage: any stimulus in the perceptual
field triggers a grasping and/or sucking response.
Growth and development occur through assimilation
and accomodation. Assimilation involves incorporation
of reality into existing mental structures or schema,
leaving the mind unchanged. For example, the infant
who grasps a ball assimilates the object using an
existing schemia. Accomodation occurs when a schema is
modified as a result of being inadequate to dealing
with the environment. For example, the child who
attempts to grasp fire miay learn a new schema -- not
to grasp certain objects. The balance of assimilation
and accomodation produces an equilibrium which is charac-
teristic of each stage. (Ibid.)
At the sensori-motor stage (age 0-1 1/2) , schemas
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are all at the level of sensations and actions. Assi-
milation is based upon reflexes. There is no awareness
that objects exist in space and persist through time;
nor is there any differentiation between self and en-
vironment. However, by the end of this stage, the infant
has a sense of a permianent object: a young infant notices
objects only when they are in the immediate perceptual
field whereas an older one will look underneath a
covering for one. By the end of this stage, the infant
also has a sense of the self existing apart from
others
.
(Ibid.
)
At the preoperational stage (1 1/2-6 years)
,
schema involve crude symbolic functions. Symbols are
initially expressed physically as imitative gestures
and actions, but eventually they develop to include in-
ternalized images unrelated to movements. Symbols begin
as private and individualistic but gradually become
accomodated to shared meaning. Thus, language is initiall
characterized by words whose meaning is unknown to
others but becomes understandable with time. At this
stage, schema are present centered and closely linked to
concrete reality. They can be manipulated only in sim-
ple ways. (Ibid., p. 123)
At the stage of concrete operations (age 6-puberty)
,
the child's cognitive structure consists not only of
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mental structures, but involves the ability to per-
fOj.m complex mental transformations on these struc“
tures: uniting of classes, ordering of events, conser-
vation, reversal, and application to other situations.
Schemas need not be limited to specific actions and
present events : they can also include formulation of
hypotheses and construction of explanations. (Ibid.,
p. 263)
At the stage of formal operations
,
thinking
involves abstract conceptualization; no longer is
thought tied to concrete reality. A person can con-
ceptualize past and future as well as the present
and is able to make thought the object of reflection.
At the preceding stage, the child was able to organize
and manipulate the present reality; now, the adolescent
is able to deal with possibilities and test them out
against reality. (Ibid., p. 302)
Piaget bases his theory upon the results of in-
tensive interviews with children of different ages. He
poses problems designed to produce problem-solving be-
havior characteristic of different stages and questions
subjects in order to understand the nature of their
reasoning processes. For example, a child may be shown
a tall beaker filled v;ith water. The water is transferred
to a short, Vvide-diameter beaker and the child asked
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whether, or not the amount of water has changed. A child
at the preoperat ional stage will conclude that the
tsllsr beaker has more water because the height has
changed; this child can maintain awareness of only one
quality that is immediately visible. A child at con-
crete operations will conclude that the volume has
not changed because she/he is able to m.aintain awareness
of abstract qualities as well as concrete ones.
Applications of Piagetian theory . Piaget has not
advocated or suggested practical applications of his
own theory; his interests lie primarily in describing
the developmental process more elaborately and com-
pletely. (Piaget, 1967, p. xviii) Nonetheless, his
ideas have been widely applied.
The most comprehensive applications have been
made in the field of education. Curriculum reform, in
subjects such as mathematics, sciences, and reading
have been guided by Piagetian ideas. Teaching methods,
for example, have been modified to insure more "hands-
on" physical experiences for children at early stages
of development. Similarly, cognitive abilities and
needs have been considered in determining when children
should be exposed to specific concepts. (Furth, 1968)
There have been fewer and less extensive appli-
27
cations of Piagetian theory to psychological education.
Literature on the topic is of two types:
(1) Research to establish an empirical basis for
the relationship between cognitive and emotional
development
.
(2) Descriptions of the rationale for and the
implementation of specific programs designed to
stimulate psychological growth based upon
Piagetian theory.
(1) Research to establish an empirical basis
for the relationship between cognitive and emotional
developmen t . Although Piaget has not investigated
emotional development thoroughly, he has discussed the
relationship between cognitive and emotional develop-
ment :
Affective life, like intellectual life is a
continual adaptation, and the two are not
only parallel but interdependent since feel-
ings express the interest and value given to
actions of which intelligence provides the
structure. (Piaget, 1951, p. 205)
Based on Piaget's suggestions, many researchers have
attempted to empiricially demonstrate the relationship.
Decarie (1965) investigated the development of
ninetv infants from one month to two years, discover-
ing that the development of object relations, a
measure of emotional maturation, corresponded with the
^0velooment of object permanence, a measure of cogni-
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tive growth. Decarie concludes that the ability to
relate to others is affected by cognitive development.
Dudek (1972) compiled data on one hundred school
children. He discovered a correspondence between
development as measured by performance on Piagetian-type
tasks and teachers' assessments of emotional development,
concluding that a child who reaches operational and
causal thinking more quickly is also more mature, stable,
and healthy than peers who develop more slowly.
Pimm (1974) completed two studies in which emo-
tionally disturbed children were compared to normal
children. She found that disturbed children were lower
in cognitive development as measured by ability to
perform Piagetian tasks.
Lerner (1972) investigated the cognitive de-
velopment of thirty-five patients at Boston State
Hospital. The patients, aged fifteen to twenty-three
,
had been hospitalized for a variety of emotional prob-
lems. Lerner presented them with a series of Piagetian
tasks which measured ability to understand conservation
of weight, quantity, and volume. Patiests, even those
with normal IQ's, did not show ability in functioning
beyond the stage of preoperational development, even
though most adults can do so.
Neale (1966) compared the cognitive development
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of children in "normal; and "disturbed" classrooms. He
tested the cognitive development of thirty children aged
eight to eleven, m.atching subjects from the two environ-
ments for mental age, IQ, and social class. Children
from the disturbed' classroom were less able to identi-
fy the perspective shown in photographs of a moun-
tain scene. Neale concludes that cognitive develop-
ment influences emotional development because "dis-
turbed" children will be less able to take the perspec-
tive of others in relationships.
Goldstein (1968) assessed 102 children in first
and second grades, gathering data regarding the ability
to perform on Piagetian tests of conservation of weight,
volume, and quantity. He also measured emotional
health by determining levels of anxiety, actual and
ideal ratings of self using an adjective checklist,
and sociometric choices. He also obtained information
regarding IQ and parental attitudes. Goldstein found
that children with high levels of conservation tend to
be more objective in self-evaluations, are described
more favorably by teachers, are preferred by peers, are
less dominated by their mothers, and are seen as more
attractive and passive.
Goldschmid (1962) investigated the abilities of
eight, ten year old boys. Children were presented with
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a Piagetian task exploring ability to identify the
perspectives shown in different photographs of the same
landscape. Children were also placed back-to-back and
required to v’ork together in a social interaction game.
Performance on the game corresponded with the ability
to understand the concept of different perspectives.
Cowan concluded that a relationshp exists between cogni-
tive development and positive social behavior.
(2) Descriptions of the rationale for and the
implementation of specific programs designed to stimu-
late psychological growth based upon Piagetian theory.
Specific applications of Piagetian theory have been
made in a variety of arenas: in work v/ith emotionally
disturbed children, in behavior modification with
children and adolescents, in family therapy, in analytic
psychotherapy, and in psychological education programs.
Programs with emotionally disturbed children .
Pimm (1974) outlines a ratinale for work with emo-
tionally disturbed children. The lack of cognitive
development means that a child is more egocentric,
unav7are of differing perspectives. The child cannot
distinguish betw^een his/her own desires and those of
others and is thus unable to cooperate. This inability
creates difficulty for a child who must accomodate to
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needs of others. The child is then labeled as emotionally
disturbed. By stimulating cognitive development, the
child becomes able to perceive needs of others and to
accomodate to them.
Anthony (1966) developed a program for emotionally
^^sturbed children in which he sought to stimulate
cognitive growth and use of objective thought processes.
Children who participated in the program were ones who
experienced difficulty in object permanence and whose
thinking was characterized by egocentric perspectives.
Efforts to stimulate cognitive maturation succeeded and
v;ere accompanied by an increase in altruism and a
decrease in narcissism, confirming the hypothesis
that limited cognitive development was a cause of
emotional problems.
A similar program was implemented by Goldschmid
(1968) . In addition to stimulating learning through
completion of cognitive tasks, he asked participants to
practice taking the roels of others in order to
develop a less egocentric perspective. This program
was also successful.
Behavior modification . Mealica (1975) explored
the implications of Piaget's theory for behavior
modification with children. Mealica criticized behavior
modification programs for adolescents v/hich focus only
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on specific behaviors and fail to generalize new be-
haviors beyond immediate situations. He suggests that
practitioners take into account the skills and needs
of cognitive development. If a child is at formal
operations, generalization of learning need not be done
behaviorally
; it can occur through discussion. Moreover,
adolescents often resist behavior modification programs.
Resistance may be lowered if participants are involved
in planning programs. Involvement stimulates cognitive
understanding of goals and methods, thereby increasing
acceptance of programs.
Ariel (1975) also considers problems of behavior
modification in light of Piaget's theories. Ariel
explains the failures as due to the fact that most
programs are situation specific, i.e., they provide
tokens as rewards. Adolescents at formal operations are
more influenced by abstract notions and less affected by
specific situations. He suggests that behavior modi-
fication programs be designed to match the cognitive
style of the client. Ariel identifies six types of
reinforcem.ent methodologies dependent upon cogntive
development:
(1) response -- single connect between stimulus
and response.
(2) response chaining — a set of stimuli and
and responses.
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(3) response chaining evaluation — differ-
ential evaluation of responses in chain.
(4) self-regulation.
(5) directional evaluation — self-regulation
regarding method.
(6) self-direction regarding goals.
Ariel suggests that matching the type of rein-
forcemetn methodology to the subject's cognitive style
could lead to increased effectiveness of behavior modifi-
cation programs. His hypothesis was substantiated by a
program conducted in a public school.
Fami ly therapy . Steinfeld (1974) applies the
concepr of decentering to faLiily therapy. Cognitive
development is marked by an increased ability to decenter,
to maintain different simultaneous experiential perspec-
tives rather than responding only to immediate stimuli.
For example, the child who views beads poured from a
tall narrow container to one which is wide and shallow
will conclude that the quantity is increased because
only one aspect of reality can be considered, the immediate
phvsical context. An older child will realize that a
change in one dimension does not necessarily affect the
volume.
Similarly, in interpersonal relationships, effec-
tive social interaction requires an ability to view
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one's own behavior from the perspectives of others,
to understand how others react to what one does. To
change responses of others requires a chance in one's
own actions. A person who cannot take the perspectives
of others is unable to understand that others act in
response to one's own actions. A person of limited
cognitive development will view the self as reacting to
others and be unable to see others as reacting to the
self
.
Problems in families can be understood as partially
related to an inability to decenter, to see that others
react in response to oneself. Therapy must therefore
involve training in taking the roles of others in the
family. In this way, one learns to moderate responses
based on accurate prediction of othrs' responses.
Psychotherapy . Weiner (1975) has advocated use
of Piagetian theory in psychotherapy. His proposal
is based upon the idea that limited cognitive develop-
ment is the basis for some affective disorders. By
stimulating cognitive development, the therapist also
promotes emiOtional growth. For example, a person who
fails to master the principle of reversibility may
experience problems in relationships with others or
with oneself. Failing to understand that one can make
changes and then.change back to the original situation.
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a person may act inflexibly.
The therapeutic method involves askina the client
to engage in conflict-free cognitive tasks which re-
veal limitations in cognitive development. Through free
association v;ith feelings and memories evoked by the
tasks, it is possible to uncover the original reasons
for the failures, to discharge some negative affect and
to become able to act more intelligently. Continued prac-
^'^'^ith the cognitive tasks stimulates development and
leads to utilization of these skills in everyday life.
This therapeutic approach is justified on the basis
of theoretical analysis of psychoanalytic theory and
Piagetian concepts, on the basis of case studies, and
on the basis of studies of responses to perceptual dis-
tortion. These studies reveal that pre-existing struc-
tures for organization of perception can lead to denial
of reality, that structures are changed by experiences
which reveal fallacies and by increasing sensitivity to
perceptual data that produce new schemata.
Psychological education . Evans, et.al., (1976)
utilized Piagetian theory in the design of a program
to teach decision-making skills to fifth and sixth
graders. The program was designed to deal with potential
problems of drug abuse by teaching children to make more
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rational decisions which would lead to development of
better drug use patterns. The program provided child-
ren with opportunities to learn decision-making skills
and practice utilizing them.
Cognitive development is one of the criteria
applied in defining potential targets of the program.
Since decision-making skills involve the ability to
operate cognitively beyond the level of immediate
experience, they can be fully mastered only by a person
at formal operations. The ability to consider conse-
quences, risks, and alternatives, to imagine possi-
bilities and probabilities, involve skills which are
normally not present until adolescence. Nonetheless,
because this program uses actual situations as a basis
for learning, it is possible to introduce the program,
to fifth graders.
Analysis and critique of Piagetian applications
.
On the basis of the review of literature, one can con-
clude that Piaget's theories apply to the affective do-
main. An empirical basis exists to substantiate the
relationship between cognitive development and emo-
tional development. It has been further elaborated
through successful implementation of programs in settings
Vi7hich include work with emotionally disturbed children.
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behavior modification programs, family therapy, in-
dividual psychotherapy, and psychological education
curriculum.
The studies are, however, marred by some short-
comings. Many of the empirical studies are correla-
tional; they conclude that cognitive development pro-
duces emotional development by showing that both occur
simultaneously. However, evidence of a correlation does
not demonstrate causality. Although cognitive and emo-
tional development are linked, one cannot conclude that
cognitive development stimulates emotional growth; one
might also argue that emotional growth produces cogni-
tive development or that a third variable stimulates both.
Additional data is necessary before this issue can
be resolved.
The empirical basis of many of the applications is
limited. Weiner (1975) supports his arguments on the
basis of theoretical analysis, studies of percept-
tion and a limited number of case histories. Stein-
feld (1974) limits his evidence to theoretical discus-
sion. Mealica (1975) fails to establish an empirical
basis for his conclusions.
The other studies of applications do provide an
empirical basis for the conclusion that stimulation of
cognitive development produces changes in emotional
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maturity. They demonstrate that an intervention focused
on cognitive issues procuces changes in emotional
development
.
Methodological problems can be resolved through
further research. However, the studies suffer from
a more serious shortcoming. The connection established
between Piagetian theory and the application is often
tenuous and unsystematic. Most approaches utilize
the theory in a limited way. One concept -- decentering
(Steinfeld, 1974; Pimm, 1974) or the ability to think
abstractly (Mealica, 1975; Weiner (1975) -- is applied
to only one phase of development. In some cases, this
procedure results in conclusions which contradict other
aspects of the theory. For example, Steinfeld (1974),
in suggesting practice of role-taking, does not indicate
that some family members may be unable to master the cog-
nitive skills necessary to decentering. In all cases,
stages are not used systematically to produce strategies
for dealing with people throughout development.
The attempt to utilize cognitive developmental
theory as a guide to design of interventions in psycho-
logical education is also complicated by the fact ,that
the theory does not focus directly on affect. One
must therefore begin by establishing the relationship be-
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tween cognitive and emotional development and then test
conclusions
.
One can conclude from the analysis of applications
OL Piagetian theory that particular concepts are useful
in design of particular interventions. However, syste-
matic applications grounded in empirical study are
lacking. The applications are made overly complex because
cognitive theory does not directly address itself to
emotional development. The studies indicate the po-
tential values of applications of structural develop-
mental theory but fail to provide a comprehensive and
utilitarian basis for design of programs.
Moral developmental theory . Kohlberg (1963, 1964,
1969, 1971) is concerned with the development of
moral character. He focuses on the form rather than the
content of moral judgement: the person's reasons and
structuring of situations rather than the specific actions
condemmed or approved. Conceptions of morality evolve
as a function of cognitive and emotional restruc-
turing in a series of sequential stages. Each stage has
a characteristic stance towards aspects of morality
among which are motivation for moral action, the basis
of moral worth of a human life, and the basis of
respect for authority.
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During th6 first two stagGs, value resides in
^^ternal
,
guasi—physical happenings, in bad acts or
in quasi-physical needs rather than in persons and
standards
.
At stage 1, punishment and obedience orientation,
concepts of duty and morality exist only in terms of
concrete rules enforced by external constraints.
Punishment is conceptualized as im.personal retalia-
tion. People of high status or authority are not bound
by rules. Authority is seen in terms of age, size, and
power; respect for authority simply means obedience.
There is no concern for the v/elfare of others beyond
avoidance of taboo acts. The value of human life may
be confused with the value of physical possessions, or
it may be based upon status or physical attributes
of a person.
At stage 2, naive instrumental hedonism , rules
are followed in order to obtain rewards and favors.
There is a beginning of reciprocity but strictly on
a tit-for-tat basis. One may take advantage of others'
mistakes without being responsible for any harm they
suffer. Rights are based upon ownership; there is no con-
cern for how exercise of one's rights may interfere
with righrs of others. Punishment is not required if
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physical restitution or other compensation has occurred.
During the next two stages
,
moral value resides
in performing good or right roles, in maintaining
conventional order and expectancies of other
people
.
At stage 3, good-boy orientation
,
one conforms
in order to avoid disapproval or being disliked. This
stage is characterized by genuine liking for others
and concern for maintaining loyalty. Although duty is
defined in terms of what is customary, deviation from
rules is permitted for the sake of loyalty. Authorities
are idealized. Moral reciprocity is based upon gratitude
rather than upon a one-to-one exchange.
At stage 4, authority-maintaining morality , one
conforms to avoid censure by authority and resulting
guilt. The law demands obedience because it is the basis
of the social order which maintains justice. Deviations
from rules are unfair to those who conform. Punishment
is understood as paying one's debt to society.
During the next two stages, moral value resides in
conformity by the self to shared standards, rights, or
duties.
At stage 5, the contractual legalistic orientation ,
one conforms to laws because they are the product of
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democratic process. Positions of authority are
differentiated from the particular persons holding the
positions; respect is based upon qualities of a person
^'^ther than upon status in and of itself. Punishment
serves to promote rehabilitation. Universal human rights
are recognized, including the right to life.
At stage 6, conscience or principle m.orality
,
one conforms to avoid self-condemnation. Duty is an
inner compulsion of conscience. One is responsible for
the consequences of actions. Moral principles are uni-
versal axioms from which concrete rules can be derived.
Reciprocity is based, not upon contract, but upon the
need to maintain personal trust. The sacredness of
human life represents a universal value of respect
for the individual.
The stage of moral development is measured by-
presenting subjects V7ith incomplete stories of clas-
sical moral dilemiraas. For exam.ple, should a man steal
a drug needed to keep his wife alive if he cannot afford
to purchase it? Subjects complete the stories and are
asked to explain the reasons for their judgements. Reasons
are scored with reference to criteria which define the
particular stages.
The theory of moral development has been validated
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in a study of seventy-two normal boys aged ten,
thirteen, and sixteen. Subsequent studies have been
made on a variety of subjects in various cultures.
Applications of moral developmental theory
. Appli-
cations of Kohlberg
' s theory are characterized by
three elements. They are concerned with structural or-
ganization rather than the particular content of
moral thought. They focus on implications of sequential
stage development, seeking to match the intervention with
the level of the participant and to prom.ote horizontal
growth within a stage and vertical growth to a higher
stage. They are based upon an interactionist viewpoint,
one which explains development as involving an inter-
action between the environment and the self. (Rest, 1974)
Applications of moral developmental theory have
been made for programs of psychological education in
elementary scnool classrooms, in prisons, in high school
classrooms, and in defining roles for guidance counselora.
Applications in elementary school classrooms. The
first applications of moral developmental theory were
designed and implemented by Blatt (1974) in collaboration
with Kohlberg. Elementary students met with teachers who
read moral dilemmas and led discussions. The classes
were composed of children at different stages because
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researchers assumed that students might develop reason-
ing skills of higher stages through exposure in a non-
threatening atmosphere to thought processes of that
otage. Blatt concluded that the discussions promoted
stage development of students when compared to a control
group who did not participate in discussions.
Applications in prison s. A group from Harvard
(Hickey, 1974) attempted to apply Kohlberg's theory
within the environment of a prison. They began by lead-
ing discussions centered around moral dilemmas typical
of prison environments. However, these discussions were
found to be unproductive because the prison itself
v;as characterized by a low level of moral development.
Consequently, an experimental unit was developed in
which the prison environment was characterized by a
democratic orientation. This unit appeared to have a
more powerful impact on stimulating moral development
than the discussion sessions.
Applications in high school classrooms . Mosher and
Sprinthall (1970) designed a program to stimulate develop-
ment among high school students. They developed
a course which included academic study of developmental
theory and training in peer counseling. The course was
based upon the assumption that development involved
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increasing ability to take the point of view of others.
Both academic material and peer counseling promoted this
ability, thereby stimulating growth.
Rustad (1975) developed a curriculum based upon
a similar rationale. He utilized role-playing to stimu-
late grovrth and increase the ability of students to take
the roles of others. The course resulted in a moderate
increase in moral and ego development of participants.
Applications to defining roles of guidance coun-
selors . Kohlberg (1975) critizes the current definition
of the guidance counselor as therapist. He notes that
evidence suggests that therapy does not make much dif-
ference to the lives of those who participate in it.
Aubrey (1975) also critizes the definition of the role
as being vague and lacking in clear goals. Both researchers
suggest that development become the basis for the goals
and for defining the roles of the guidance counselor, that
the counselor focus upon needs at each stage and act to
promote growth. This perspective is also proposed by
Blocher (1966)
,
Kehas (1970)
,
Little and Chapman (1955)
Mosher and Sprinthall (1970), and Mathewson (1962)
Analysis and critique of programs^ to stimulate
moral development . Successful applications of moral
developmental theory provide an indication that struc-
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tural developmental theory can be applied successfully
to design of psychological education programs. However,
the applications of moral developmental theory are
characterized by some shortcomings. The theorv itself
is neither fully articulated or validated. Conditions
for change of stage are unknown. The theory itself is
so broad that it tends to proivde only global and
general directions for interventions; it is not useful
in determining day-to-day planning of programs.
The programs themselves have limitations as well.
There is little variety of methods used to promote
growth: most programs rely upon discussion of moral
dilemmas although some utilize role playing or modify
the social environment. Necessary teaching skills
have not been identified. The impact of the programs has
been investigated only in a superficial manner: although
evidence of changes in moral development has been de-
monstrated, other changes and effects have not been
examined
.
Ego developmental theory . Jane Loevinger's (1969,
1976) overriding concern has been the description and
measurement of ego development. Loevinger's model of
ego development was originally constructed from a wide
base of theoretical sources ranging across philosophy.
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psychoanalysis, and psychology. The model has been
^o^ifisd on the basis of work V7ith a sentence completion
measure. Subjects are presented with beginnings of sen-
tences such as the following : "Being with other peoole . . .
"
,
^ fsex sorry
. .
.
" , and "My father ....". in completing
these sentences, subjects provide responses which indi-
cate conceptions of themselves, views of social roles,
attitudes tov\7ards sexuality, and moral values.
Stages of ego development are identified v/ith re-
spect to the basis of impulse control, interpersonal
style, conscious preoccupations, and cognitive style.
Stages include the following:
Pre-social stage (I-l) — At birth, the infant
has no ego; she/he is autistic, not differentiating
the self from the outside world. The infant's first task
is to realize that there is a stable v^orld of objects.
Symbiotic stage (I-l) -- Even after learning ob-
ject constancy, the child retains a symbiotic relation-
ship with his/her mother or whomever plays that role.
Distinquishing self from non-self remains an important
task, one achieved with the help of language.
Impulsive stage ( 1 - 2 ) — The child acts on the
basis of impulses, controlling them only in fear of
retaliation. The interpersonal style is receiving, de-
pendent, and exploitative, Conscious preoccupations
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include bodily feelings, especially sexual and aggres-
sive ones. The cognitive style is characterized by
stereotyping and conceptual confusion.
stage (^) — As a person moves
beyond early impulsiveness, concepts of blame and right
are acquired. However, these are understood only in
terms of self-advantage. Impulse control is based upon
fear of being caught; blame is externalized; the child
acts opportunistically. The interpersonal style is
wary and manipulative. Issues include concern with .
self-protection, control and being controlled, and com-
petition .
Conformist stage (1-3) -- At this stage, a person
starts to identify his/her own welfare with that of the
group. The conformist obeys rules because they are accepted
by the group, not in fear of punishment: disapproval
is a powerful sanction. The interpersonal style
includes a sense of belonging and superficial niceness.
Conscious preoccupations involve concern with appearance,
social acceptance, banal feelings, and behavior. Cog-
nitive style is based upon stereotypes and cliches,
conceptual simplicity.
Conscientious-conformist stage (1-3/4) — In
this transitional stage, a person still operates in the
style of the preceding stages with some important
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exceptions. There is increasing awareness of self,
especially in relationship to others. There is also
appreciation of multiple possibilities in situations.
stage, a person can differentiate between him/
herself and the group, but does so in a simplistic
manner
,
Conscientious stacre (1-4) -- The conscientious
person has self-evaluated standards for impulse control.
He/she has long-term goals and ideals, engages in self-
criticism, and experiences guilt based upon the conse-
quences of actions rather than because rules are violated.
The interpersonal style is intensive, responsible, and
mutual. Conscious preoccupations include differentiation
of feelings, understanding motives for behavior,
achieving self-respect, gaining awareness of personality
traits, and learning to express oneself. The cognitive
style involves conceptual complexity and the idea of
patterning
.
Individualistic (1-4/5) — This level represents
a transition between the conscientious and autonomous
stages. Characteristics are similar to those of the
previous stage with some additions. There is more
recognition and acceptance of individual differences.
The issue of dependence emerges as an emotional and
not simply a physical/material problem. At this level.
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one has awareness of the discrepancies between psycho-
logical and physiological responses, between process
and outcome. Moralism is gradually replaced by awareness
of inner conflict, although the conflict may be seen as
only partly internal.
Autonomous (1-5) -- At this stage, a person has
the capacity to cope with and acknowledge inner conflict.
Is respect for the autonomy of others and recogni-
tion of inter-dependence. Feelings are vividly conveved,
integrating physiological and psychological causation
of behavior, the notion of roles, and the effects of
social context upon the self. The cognitive style is
marked by increased conceptual complexity, toleration
for ambiguity and objectivity.
Integrated (1-6) -- This stage is similar
to the previous one but a sense of identity is consoli-
dated. Inner conflicts are reconciled and unattainable
goals are surrendered.
Appl ications of ego developmental theory . Since Loevin-
ger's theory is still in an early stage of development,
most research effort involves attempts to refine
and validate conceptions of stages. Nonetheless, Loevinger
is concerned with possible application of her theories
and suggests several areas of potential interest.
The most important involve various settings in which
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individuals are sorted into groups depending upon
ego development for purposes of instruction or treat-
ment. The intervention is then matched to the needs
and style of the developmental stage.
Grant and Grant (1959) studied the effectiveness
supervisory teams in treating delinguents
in the navy. Subjects were categorized as either high
or low ego level; supervisory teams were rated as to
their predicted effectiveness in working with delin-
quents using various criteria including ego level.
Subjects were placed in three twenty-man units separated
from other groups in the prison for a period of six to
nine weeks. Subjects V7ith high ego level responded best
to teams of the highest predicted efficiency; the rela-
tion was reversed for offenders of low ego level. This
finding tends to confirm the assumption that the thera-
pist should be matched with the client in level of ego
development, a style which v7orks at one stage may be
unsuccessful at another.
Warren (1969, 1976) engaged in research over
a twelve year period to study differential treatment
of youthful offenders under the authority of the state
of California. Warren classified offenders according
to ego level using a system comparable to, but not
identical with that of Loevinger. Warren matched dif-
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ferent ego levels with different treatment plans such
as behavior modification, psychodynamically oriented
Programs (transactional analysis)
,
community based
facilities such as group homes or foster parents, and
incarceration
.
Offenders with different ego levels were also
matched with workers having styles suitable for sub-
types of each stage. Warren measured the success of
the program by accumulating data on recidivism.
Evidence showed that lower ego levels required a
protective, supportive environm.ent such as a community
based facility. Certain subtypes of higher levels
improved with psychodynamic programs; others
did best with incarceration. Homogeneous groups also
produced fewer management problems.
Blasi (1974
,
1976) conducted a study of siJith
grade children, sorting them according to ego level
using the sentence com.pletidn test. Each group was
presented with stories, geared to the issues associated
with their particular level, which gave dilemmas
to be acted out. At the impulsive stage, training
toward parent independent responsibility was considered
appropriate; at the self-protective stage, training
stimulated rule-oriented responsibility; at the confor-
mist stage, it focused upon spirit-of-the-law respon-
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sibility; at higher stages, emphasis was placed upon
If“Oriented responsibility. Some groups received
appropriate training; others received training
appropriate to lower or higher stages. They hypothesis
that only stage “ appropriate training would be effec~
tive. An adequate test of the hypothesis was not
possible because the experiment lasted only two weeks,
toe short a time to produce changes in any children.
Lasker (Loevinger, 1976) concluded, on the basis
of studies in Curacao, that a large portion of the
population could be classified at the stage between
self-protective and conformist. In collaboration with
Victor Pendo, he organized courses designed to produce
stage change. Taking participants who are all at the
same stage, training begins with intensive sessions
lasting several days and tapers off at lengthening
intervals for six month periods. Activities are adapted
from those of group therapy and organizational training.
At first, trainers, recognizing the self-pro-
tective nature of participants, attempted to establish
an atmoshpere of safety: participants were encouraged
to recognize strengths. Then they focused on awareness
of others; feelings through exercises in role reversal.
This led to greater understanding that others.: v^ere
similar to oneself and increased the desire to be part
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of and accepted by the group. This method has been
successful in promoting stage change.
^l^fford Swensen (Loevinger, 1976) has studied
the relationship between ego level and success of
various therapeutic techniques. He discovered that
o^^sriic and manipulative therapies such as behavior
modification are more successful for lower ego
levels and that insight therapies such as psycho-
analysis are more effective at higher levels.
Critique of applications of ego developmental
theory . Loevinger 's theory is clearly articulated,
based upon comprehensive analysis of a wide variety
of perspectives, and well substantiated empirically.
However, research regarding applications has been lim-
ited; although these studies do indicate possibilities
for applications, they do not suffice to establish the
practical applicability of ego developmental theory.
The study by Grant and Grant (1959) and the
work of Warren (1969, 1976) do not utilize the sen-
tence completion test and their construct of ego
development is slightly different than that of Loevin-
ger. Moreover, many other variables affected resuls. In
the study by Grant and Grant (1959) , predicted effective-
ness of supervisory teams was determined only partially
with reference to ego development; other variables were
not identified. Blasi's work does provide concrete
examples of possible applications of Loevinger's
model. However, the hypothesis was not substantiated
because interventions failed to produce results.
Lasker and Pendo succeeded in producing effective
interventions based upon Loevinger's model. The
limitation of their work lies in the failure to provide
data regarding more than one level of stage development.
One cannot extrapolate from their work to determine what
should be done at other stages to promote change.
Self-knowledge theory . The self knowledge theory v;as
described in Chapter I. The theory is also relatively
new; little research exists to docum.ent possible appli-
cations. The single attempt to use self-knowledge theory
involves a curriculum for drug and alcohol abuse
(Phillips, 1976) prepared for use in high school class-
rooms. The curriculum was based upon the assumption that
high school students operate at a transitional level
between situational and patterned. The curriculum was
therefore designed to assist students in cataloguing
situations in which drug and alcohol were used, in des-
cribing feelings and actions, and in beginning to
develop alternatives to aspects of patterns which they
disliked. The curriculum v;as used by teachers in 15
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schools. Prs and post measures of self-knov/ledge stage
and O.L ^e 1 f-concept were used to evaluate the curricu-
lum. Although research regarding the project has not
yet been completed, inioial indications suggest posi-
tive outcomes.
This application or self-knowledge theory is
also limited insofar as it applies to only one stage
or development. It does not provide information regarding
application to issues at other stages.
Conclusions
The review of various structural developmental
theories provides a basis for the following conclu-
sions ;
(1) Structural developmental theories have been
used successfully in design of psychological
education interventions, establishing a basis
for application of self-knowledge theo.i"y to
design of huraan relations training exercises.
(2) Applications have been unsystematic, apply-
ing only one aspect of a theory to only one stage
of development. Applications should provide a
framework for educational strategies using
the totality of the theory with subjects at all
levels of development. Consequently, this
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study will include participants at all
stages
.
( 3 ) Applications have been poorly evaluated,
suffering from methodological problems which
render results questionable. Applications should
be evaluated in accordance v/ith the best
standards of research design. Consequently, this
study V7ill make use of a variety of statistical
approaches in order to provide a solid empirical
basis for conclusions.
Using Self-Knowledge Theory in Design of Human Relation
s
Training Exercises
In this section, some of the issues involved in
use and design of human relations training exercises
will be described. An approach to research known as
Behavior-Person-Environment (BPE) will then be utilized
in com,bination with self-knowledge theory to define
guidelines for investigation to resolve some of these
issues
.
Issues involved in use of human relations training exer -
cises .
The importance of exercises . Human relations
training exercises are popular tools: most programs of
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psychological education utilize them to meet their
goals. Exercises are used in sensitivity groups, in
human relations training, in psychological education
programs with children and adults, in small groups
and large ones, and in programs as brief as an after-
noon session or as extensive as several years. Although
exercises are used most frequently in the United States,
they are also popular in Europe, Canada, Latin America,
Japan, A.ustralia, and other countries as well. Human
relations training alone involves more than one million
people each year. (Benne, 1975, p. 11)
The popularity of exercises stems in part from
their effectiveness as learning tools, The effective-
ness of exercises is attested to by practitioners
and by empirical data.
According to Schmuck (1972), exercises have two
major advantages: they can be designed to produce
specific learning experiences, and they typically have
very different content that everyday life. For example,
discussion of one's leadership style and experimentation
with alternatives might create resistance among partici-
pants if the leader focused on actual behavior in every-
day life. Thus, a mirroring exercise can be used to
heighten awareness in the context of a non-'l;hreatening
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game
.
Fagan (1971) supports the use of human relations
training exercises because they minimize the number
of sessions spent groping aimlessly and because they
are an effective means of producing changes in partici-
pants .
According to Bach (1954), exercises are useful
for several reasons. They enable the individual to
unserstand different aspects of his/her personalitv
and social roles. They equalize participation of
dominant and less expressive members. They differenti-
ate norms of the group which foster self-exploration
from those of everyday life which do not do so. They
provide opportunities for individuals to act out a
wide repetoire of behaviors. They reduce anxiety nor-
mally associated with group experiences.
According to Jones and Pfeiffer (1975)
,
struc-
tured exercises are important tools because experience
precedes learning, and the learning, or meaning, to be
derived from any experience comes primarily from the
learner. Learning is not only intellectual: exercises
provide participants with opportunities to experience
first and then to learn from the experience.
Several research efforts support these positive
judgements of practitioners. Jensen (1974) conducted
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a study comparing two sensitivity groups, one of which
used structured exercises and one of which did not do so.
The groups were otherwise similar in population and in
the style of the leaders. The structured group showed a
significant difference in the depth of self-disclosure,
indicating that the exercises were effective.
Levin and Kurtz (1974) studied the relative
efficacy of structured and non-structured groups by
comparing outcomes among three structured and three
non-structured groups using the same leaders. Partici-
pants in the structured groups reported more ego involve-
ment, more self-perceived personality change, and m.ore
group cohesiveness.
Pinkney (1973) compared voacational counseling
using structured and non-structured formats. Those who
received structured counseling reported more satisfaction
and more changes. Similarly, Erskine (1974) performed
a study on six consciousness-raising groups whose meirt)ers
were college students. The members v;ho participated
in structured groups reported more ego-involvement and
greater satisfaction than those in the non-structured
groups.
Problems involved in use of exercises . Although
exercises are popular and appear to be effective in some
settings, many practitioners report that they have little
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or even a negative impact.
Argyris (1970) criticizes the use of structured
exercises, suggesting that they make members more depend-
ent upon the leader and that they decrease interdepend-
ence. Members lose the sense of accomplishment and
competence that results from identifying goals and dis-
covering ways to meet them through their own efforts.
Rogers (1970) reaches a similar conclusion in his analysis
of encounter groups.
Lieberman, et.al., (1973) explored the effec-
tiveness of structured exercises through analysis of
twelve different groups, each of which was classified
as either high or low in use of exercises. High exer-
cise groups produced more variability of outcomes,
both positive and negative. High exercise groups also
maintained learning to a lesser extent than low exer-
cise groups. Based on these findings, Lieberman concluded
that the "potency of structured exercises is not im-
pressive . "
Critique of the literature on human relations
training exercises. The research on use of structured
exercises produces a confusing picture. Practitioners
have strong opinions, contradictory ones, regarding
the efficacy of structured experiences. Research exists
to support both perspectives.
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Assessing the utility of structured exercises
is made even more difficult because the studies which
exist have serious limitations and flaws. In Levin's
and Kurtz's (1974) study, measures of self-concept
and interpersonal orientation did not show a difference
after use of structured exercises. Pinkney's (1973)
study produced positive results
,
but structured
counselors were also the more experienced ones, rendering
the data less valid. Erskine (1974) did not find chances
in consciousness as a result of structured experiences
even though members of the groups were more positive
in their feelings. Schutz (1975) criticizes the study by
Lieberman, et.al., (1973) on methodological grounds.
Schutz contends that the comparisoms between high and
low exercise groups was not justified because groups
differed significantly in other respects such as size,
composition, and type of leader. Schutz hypothesizes
that these variables, not the degree of structure,
account for the findings.
Based on existing evidence, one cannot reach a
definitive conclusion regarding the effectiveness of
exercises. What one may conclude is that the effective-
ness appears to vary significantly depending upon how
effectiveness is measured, upon other variables which
have not been identified, and upon the bias of the
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practitioner. Exercises appear to be effective when
used by some leaders with some groups and to be inefec-
tive in other settings.
What might be learned from this analysis is that
any attempt to demonstrate that exercises are either
effective or ineffective will be unproductive. A more
useful approach might be one which attem.pts to determine
the best match betweeen various goals, how exercises
are designed and presented, and other variables which
may affect the success of the intervention.
The B-P-E model as a framework for investigation
. The
B-P-E model (Hunt and Sullivan, 1974) is a way of think-
ing about and organizing problems of theory, research,
and practice in psychology and education which may pro-
vide a framework for research involving structured
exercises. It is based upon the assumption that be-
havior (B) is a function of the person (P) and the
environment (E) . This assumption contrasts with per-
specrives which view- behavior as resulting solely from
environmental or individual factors. For example, edu-
cational research often focuses on the effectiveness
of a particular curriculum (E) in producing a de-
sired learning (B) while ignoring individual differences
(3') v/hich might also affect the success of the interven-
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ticn. S-.-milarly
, psychological research might explore
the effecr of individual differences (P) upon behaviors
(E) while ignoring the effects of external factors (E)
.
In B-P-E analysis rhe goal is neither to dis-
cov^er general psychological truths applicable to all
people nor is it to define the best teaching methods or
techniques of universal application. Instead the goal is
to define which approaches (E) are most effective with
which types of people (P) in producing a particular
outcome (B)
.
B~P~E analysis involves the followina procedures:
(1) State the question.
(2) Translate the question into a B-P-E
diagram.
(3) Describe differences in each component.
(4) Collect information about components
and their inter-relationships.
For example, a psychological educator might wish to
determine how to stimulate the emotional develop-
ment of a client. Translating this question into a
B-P-E diagram:
B P E
Emotional development Client Psychological Educa-
tion technique
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f
Relevant difference
B
Various goals of
development (e.g.,
autonomy, self-
expression, self-
awareness, etc.)
Finally, an attempt
in each component
P
Types of clients
(e.g., age, sex,
personality type,
etc
. )
is made to collect
are then described:
E
Type of interven-
tions (e.g., dif-
ferent educators'
styles, different
therapeutic tech-
niques
,
etc
.
)
data about inter-
relationships between the components so as to determine
which goals are most appropriate for which clients and
can be achieved with which interventions.
Structural developmental theory and B-P-E analysis.
Since structural developmental theory provides a sys-
tematic way to understand individual differences, it is
useful in defining categories for viewing the person (P)
component. For example, individuals can be categorized
according to stages of cognitive, moral, ego, or self-
knowledge development. One might then determine which
educational approaches are most effective with individuals
at different stages in order to produce a particular goal
such as increased self-expression:
B P E
Increased self- Levels of self-know- Types of psych-
expression ledge development ological educa-
(elemental, situa- tion methods
tional, patterned,
or process
OR
Levels of cogni-
tive development
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Alternatively, one might categorize individuals
according to levels of development and then determine
which goals are most appropriate for individuals at a
particular stage. Then, both the desired goal (B) and
the. level of development (P) can be taken into account
in order to determine the intervention which might
be most effective (E)
.
of structural developmental theory to
issues in psychological education u s ing B-P
-E analy-
sj^s. .Based on B-P-E analysis, one would attempt to
investigate the use of exercises by identifying the
relationships between various goals of psychological
education, differences in people, and variables in-
volved in use of exercises. The B-P-E diagram can be
represented as follows:
_
P E
Various goals of Types of People Variables involved
psychological edu- in use of exer-
cation cises
Some researchers who have investigated human
relations training exercises make implicit use of the
model, at least to some extent. They attempt to speci-
fy variables which enhance or undermine the possibi-
lities for positive outcomes in use of exercises, or
define conditions in which exercises should or should
not be used.
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Lewis and Streitfeld (1970) identify both varia-
bles involved in presentation of an exercise (E) and
those concerned with individual differences (P) as
aj-fecting learning (B) . They stress the iinoortance of
iminediate situational factors as affecting the success
of an exercise: lack of comfortable clothinq, outside
distractions, unsuitable physical environment,
failure to present clear instructions, unsupportive
group environment, inadequate processing, or lack of
time for reflection after an experience may detract
from, the effectiveness of an exercise. They also note
that even when situational factors are positive, some
individuals may respond while others fail to do so as a
result of individual differences.
Similarly, Thayer (1976) also identifies both types
of variables as affecting the outcome of exercises. He
suggests that exercises will not produce learning (B)
if the group leader is unable to show emipathy, display
unconditional regard, express him^/herself congruently,
or if she/he fails to help participants process their
experience (E)
.
Thayer also notes that goals and expec-
tations of participants (P) must be matched with the
types of exercises used (E)
.
Jones and Pfeiffer (1972, 1976) also discuss
exercises using all aspects of the B-P-E model.
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They stress that the kind of exercise used (E) must be
modified depending upon the developmental stage of the
group and the learning needs of members (P)
,
and depend-
ing upon the goals of the program (B)
. They also assert
that processing of experiences (E) must be modified
depending upon the characteristics of participants:
some may require considerable assistance to integrate
the learning into their own view of themselves while
others do so easily.
Some writers investigate exercises using onlv
part of the B-P-E paradigm. For example, Bednar,
et.al., (1974) explored only the B-E relationship.
They conducted a study which focused upon differences
in goals (B) appropriate to an early stage of a group
and those appropriate to a later stage, hypothesizing
that strucrured exercises (E) are most suitable for
achieving goals of the early stage.
Bednar ' s analysis was based upon the following
rationale: Since the goal of therapy is to increase
self -responsibility
,
one might conclude that unstructured
groups are desirable because they allow for necessary
self-exploration and because an imposed structure may
lead to less genuine behaviors or interfere with
natural development. However, the initial lack of struc-
ture causes high levels of anxiety, feeding client dis-
tortions, interpersonal fears, and subjective distress,
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interfering with group development, and causing pre-
mature dropouts, use of structure in early stages can
enhance learning of new response patterns and behaviors,
facilitate group development, and lead to client im-
provement.
.Structure allows the client to feel safer
and thus to take more risks, leading to development
of high group cohesion and an ability to share feelings
with others. Once cohesion develops, the group no
longer needs to rely upon structured exercises. Bednar’s
hypothesis that exercises are most effective in the
beginning of groups when used to positively resolve
issues of cohesiveness, trust, and involvement was
supported in research by Goldstein, et.al. (1976).
Several other writers also attempt to clarify con-
ditions in which exercises succeed only by considering
the B-E relationship and ignoring effects of individual
differences (P)
.
Kurtz (1975) advises that the facili-
tator must have the ability to convey caring responses
and help participants derive meanings from experiences
with empathy, genuineness and warm.th (E) in order to
stimulate learning (B). Argyris (1970) and Otto (1970)
also stress the importance of adequate processing (E)
to produce learning (B)
Eisenstadt (1967) explored the P-B relationship
while ignoring the effects of environment (E) . In a
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study of T-groups, he concluded that success was not
dependent upon behavior in the group but rather upon
individual readiness to learn and to apply learning,
upon cognitive sophistication and upon personality type.
Certain people 'were predisposed to succeed while others
could be expected to gain little.
j.he conclusions of these investigators can be
summarized as a B-P-E diagram indicating variables
to be considered in each (
B
Goals achieved through
exercises (cohesiveness,
trust, involvement) vs.
those not achieved
through exercises (self-
responsibility, autono-
my)
Goals which match learn-
ing needs vs. those which
do not do so
Goals learned vs. goals
not learned
Although the existing research and analysis of
exercises does provide some information regarding the
differential use of exercises, the information is
incom.plete and limited. Only one study (Bednar, et.al.,
1974 ) provides empirical support for conclusions.
Moreover, assertions made regarding differential use of
exercises are often vague. For example, the reader is
jomponent
Cognitive
sophistica-
tion
,
Persona-
lity type
Readiness
to learn
Leader style
Situational
factors
Adequacy of
processing
Type of learn-
ing produced
by exercise
I
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informed that processing must be modified to fit the
coanitive sophistication of the learner, but there is
no specification of how learners may differ and how
processing should be modified. In most cases, there
is not even sufficient conceptual specificity to
provide a basis for any empirical investigation. Thus,
existing research provides some hints about variables
that might affect the various components of the B-P-E
paradigm, but a systematic framework is needed to orovide
a basis for further investigation.
developmental theory as a basis for inves —
tigation of structured exercises
. Since structural de-
velopmental theory is concerned with qualitative dif-
ferences among people, it may provide a useful frame-
work for categorizing differences and may be extra-
polated to create hypotheses regarding implications
of differences for questions of goals (B) and hov;
exercises should be presented and designed (E)
.
More-
over, various structural developmental theories have
been used successfully in design of psychological
education strategies, especially in categorizing indi-
vidual differences and determining how techniques should
be adapted to fit individual needs.
This study is concerned with processing of human
relations training exercises. Viewing the problem of
processing from the B-P-E paradigm:
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B P E
Quality of re-
sponse to pro-
cessing
Developmental
level
Type of processing
of exercise
Which of the structural developmental theories
is most appropriate to help clarify problems involved
in matching processing questions to individual needs?
The content of processing questions may focus on stimu-
lating awareness of responses to the exercise, on
deriving generalizations regarding these responses, and
on applying them to other aspects of one's life. Respond-
ing to these questions requires that participants describe
physical sensations, sensory impressions, thoughts,
feelings, experiences, personality traits, roles, and
abstract constructs. Experience must be described,
explained, and valued in various ways.
Using self-knowledge theory as a guide to processing of
exercises . In this investigation, an assumption is made
that self-knowledge theory provides the best framework
for understanding how differences among individuals
necessitate differences in processing questions. The
self-knowledge theory is concerned with describing
differences in processes people use to describe, ex-
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plain, and value experiences, the same processes used
in discussion of exercises. The other structural de-
velopmental theories focus on aspects of internal
structures which are slightly different. The theory of
cognitive development is concerned with methods and
processes involved in reasoning and thinking; it has
been applied to the affective domain, but only indirectly
after first deducing how differences in cognitive devel-
opment might affect emotional development. The theory
of moral development is concerned with moral character.
Its focus is applicable to only one aspect of processina
questions, exploration of moral judgements. The theory
of ego development is concerned with the content of in-
ternal structures as well as processes used in descrip-
tion of experience. The ego developm.ent model would be
useful in predicting conscious preoccupations, style
of impulse control, and interpersonal style. Al-
though it might be helpful in determining types of exer-
cises to be used, it is not specifically concerned with
issues involved in processing of experiences.
The specific implications of self-knowledge theory
can be determined by identifying characteristics unique
to each stage and analyzing how the ability to respond
to various processing questions might be affected by
these characteristics.
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Criteria used to define stages operationally
include the following
: (Alschuler, Evans, Tamashiro,
Weinstein, 1977, pp . 66-68)
-A. Elemental self-knowledge units (1) con-tain external elements of an experience, (2)that are juxtaposed, not causally connected,
(3) nor are they referrred to as a single
coherent event.
1. External elements are
(a) observable characteristics (per-
sons, places, objects, activities, etc.)
(b) overt behaviors
(c) vital statistics (race, age, place
of residence, grade, rank, title, status,
etc
. )
(d) simple thoughts (I think, I wonder,
I believe, I expect, etc.)
(e) elemental feelings (only the five
following words: like, hope, want, happy,
sad)
(f) reports of communication (quotes)
(g) modifiers (words used to put an observ-
able characteristic on an implicit continuum)
2. Juxtaposed elements are brief, contiguous,
or sequenced segments of an experience, but
do not involve an explicit causal connection
between them.
3. Unnamed whole situation means that there
is no summary reference to the whole event
or experience.
B. Situational self-knowledge units contain either
(1) internal elements, or (2) causal connections
among elements, or (3) reference to a set of ele-
ments as a single
,
whole situation.
1. Internal elements refer inside the indi-
vidual and within the specific recalled situ-
ation .
(a) internal affects (excited, guilty,
embarassed, etc.)
(b) cliched affects ("heavy", "out of
sight"
,
etc
.
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(c) situations (bodily reactions such as
nervous, calm, steady, trembly, etc.)
(d) complex thoughts that refer to a mix-ture of thought and affect )e.g., ha'^v
confused, v;orried) ‘ '
2. Causal connections that explicitly state
or xmply causality (e.g., because, but, there-fore, since, so, although)
0. Reference to the situation as a single
experience by;
(a) summarizing the event with a title.
(b) describing a reaction to the whole event.
(c) naming the causes or consequences of
the whole event.
C. Internal pattern self-knowledge units contain
^ ) descriptions of stable internal responses
either in reaction to a class of situations cr
that result in a class of situations.
1. Stable internal responses are internal
(in the sense described previously under
the situational stage) and stable" in the
sense that it is a trait or characteristic
response to a number of situations over a
period of time.
2. A class of situations is a set of events
all of which have a common characteristic.
The characteristic may be external or non-
visible. The class of situations may cause
or be caused by the stable internal responses.
It may be a stable relationship. Sometimes
a class of situations is implicitly defined
(e.g., "I get embarassed easily.")
D. Units coded at the process stage must describe
both (1) actions taken to control, modify, or
develop (2) internal states.
1. Actions are explicitly stated, conscious
attempts to control one's inner life. These
actions may be overt, observable actions or
inner non-visible actions. They must be active
attempts rather than passive avjareness.
2. Internal states may be patterns or
situation specific responses.
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A processing question might require use of skills
appropriate for a particular stage of self-knowledge
development. For example, asking a person after an
exercise, "How did you feel?" might require skills
of the situational stage. Similarly, asking a person
to identify patterns of response might require skills
of the internal patterned stage. Based on self-knowledge
theory, one might hypothesize that a person could respond
successfully only to questions requiring skills of
their developmental level or of a lower level; a person
would be unable to respond successfully to questions
requiring skills of a higher stage. In order to design
processing questions appropriate for a particular in-
dividual, one might determine the person's stage of
self-knowledge development and then ask questions re-
quiring skills which match the developmental level.
Summarizing the implications of the self-knov;ledge
theory as a B-P-E diagram:
B P E
Quality of response
to processing ques-
tions
Self-knowledge
level
:
Elemental
Situational
Patterned
Process
Stage-appropriate
processing ques-
tions :
Elemental
Situational
Patterned
Process
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i^mitation qf
__
the importance of self-knowledge theory
the_ outcomes of exercises. Al-
though self-knowledge stage development may affect
a person's ability to respond successfully to processing
questions and therefore affect the outcome of the exer-
cise, both B-P-E theory and existing research suggest
that many other variables also contribute to the success
or failure of the experience. As noted previously, many
researcners (Thayer, 1976; Pfeiffer and Jones, 1972,
1975; Kurtz, 1975; Lewis Streitfeld, 1970) have em-
phasized the importance of leader style, the specific
needs of the group, and the appropriateness of the par-
i-.j-cular exercise, and immediate situational factors
such as physical environment and outside distractions.
Appropriate processing, in and of itself, is not sufficient
to guarantee success of an exercise; other factors must
also be considered in designing structured experiences.
Some problems which have been identified in
connection with use of exercises will not be resolved
simply by improving the processing. For example, Argyris
(1970) and Rogers (1970) criticize the use of exercises
Ipecause they create conditions of dependency upon a
leader whereas the goal of some programs is to create
more self-responsibility. This problem is not resolved
simply by making processing more effective; it involves
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a separate concern regarding the use of exercises.
Conclusions
In this chapter, literature has been reviewed
in order to establish a rationale for using self-
knowledge theory in design of human relations training
exercises by describing successful efforts to utilize
structural theories of cognitive, moral, ego, and
self-knolwedge development in design of psychological
education interventions. Some of the issues involved
in design and use of exercises have also been identi-
fied and B-P-E theory used in combination with self-
knowledge theory to define guidelines for an investigation
to resolve these issues.
CHAPTER III
DESIGN OF THE STUDY
In this chaptsr
,
the design of the study will be
describea. Aspects of design to be covered include
definitions of operational hypotheses, identification
of sample, outline of procedures, description of the
Experience Recall Test
,
description of the Mirroring
Ques tionaire (the instrument to measure success and
interest in responding to stage-linked processing
questions)
,
and discussion of statistical analysis to
be performed.
Definition of Operational Hypotheses
Based on discussion of relevant literature, the
main hypothesis of this study is that a significant
relationship exists between a person's stage of self-
knovv’ledge development and his/her success in responding
to stage-appropriate processing questions. Specifically,
the expectation was as follows:
(1) a. Individuals at the elemental stage will be
unsuccessful in responding to questions as-
sociated with the situational, patterned,
and process stages.
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b. Individuals at the elemental stage will
be successful in responding to questions
associated with the elemental stage.
(2) a. Individuals at the situational stage will be
unsuccessful in responding to questions
associated with the patterned and process
stages
.
b. Individuals at the situational stage will
be successful in responding to questions
associated with the elemental and situational
stages
(3) a. Individuals at the patterned stage will be
unsuccessful in responding to questions
associated with the process stage,
b. Individuals at the patterned stage will be
successful in responding to questions
associated with the elemental, situational,
and patterned stages.
(4) a. Individuals at the process stage will not
be unsuccessful in responding to questions
associated with any stage,
b. Individuals at the process stage will be
successful in responding to questions
associated with the elemental, situational,
patterned, and process stages.
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A secondary hypothesis tested in this study
was concerned with the relationship between a person '
s
stage of self-knowledge development and his/her interest
in responding to stage-linked processing questions.
Specifically, the expectation was that there would be
s correspondence between a person's highest capacity
stage and his/her interest in responding to questions
associated w’ith that stage. The following outcomes were
predicted
:
(5) Individuals at the elemental stage will be
most interested in responding to questions
associated with the elemental stage.
(6) Individuals at the situational stage will be
most interested in responding to questions
associated with the situational stage.
(7) Individuals at the patterned stage will be
most interested in responding to questions
associated with the patterned stage.
(8) Individuals at the process stage will be most
interested in responding to questions associated
with the process stage.
Identification of Sample
The sample included approximately 100 subjects
selected to provide a complete range of self-knowledge
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stages, since stage development corresponds to some
extent with age, the sample was drawn from a population
ranging in age from nine through adulthood.
The sample included third, sixth, and ninth
grade children from Marblehead Public Schools (.Marble-
head, Massachusetts), students enrolled in a human
services program at North Shore Community College
(Beverly,
.Massachusetts), graduate students in education
attending the University of .Massachusetts (A-mherst,
Massachusetts) and Boston College (Brookline,
.Massachu-
setts) and counseling trainees completing programs at
the Boston Family Institute (Boston, Massachusetts)
,
and
Marbl0h6ad Cornrnunity Counseling Center (Marblehead,
Massachusetts
)
Procedure
Tv70 instruments were administered to each subject:
the Experience Recall Test (ERT ) used to determine self-
knowledge stage development, and the Mirroring Question -
(J^-Q) used to assess success in responding to stage
linked processing questions.
The two instruments were administered in two sessions,
each lasting approximately one hour. Participants were
informed that the study was concerned with differences
in ways people discuss personal experiences; they were
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not provided with prior knowledge regarding specifics
of the self-knowledge theory or hypotheses of this
investigation.
Experience Recall Test
Experience Recall Test ( ERT ) involves a pro-
cedure in which a person is first asked to recall an
unforgettable experience in detail and then to describe
the event as completely as possible.
A standardized scoring procedure is then used to
assess stage development. All sentences or statements
containing ' I-referents" are scored; other responses
are not considered in scoring. Each unit containing
an "I-referent" is classified according to the highest
stage criteria it satisfies. Elemental units contain
external elements of an experience that are juxtaposed,
not causally connected, nor are they referred to as
a single coherent event. Situational units contain
either internal elements, causal connections among
units, or references to a whole situation. Internal
patterned units contain descriptions of stable internal
responses either in reaction to a class of situations
or that result in a class of situations. Process units
describe actions taken to control, influence, modify,
or develop internal states.
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Protocols are scored if they contain at least ten
coded units. Two types of scores are derived from the
protocol. A self-knowledge profile score is determined
by counting the total number of units coded at each
stage, dividing each stage raw score by 100 to obtain
a stage percentage score. A self-knowledge summary score
is obtained by multiplying the elemental stage percen-
tage score by 1, the situational percentage score by 2,
the internal patterned stage score by 4, and the process
stage score by 8. These products are then combined to
produce the summ.ary score.
Mastery of the scoring procedures requires appoxi-
mately ten hours of training using a programmed manual.
Scorers are certified when they can obtain 80% corres-
pondence between their evaluations of stage of coding
units and those made by expert scorers.
Validity and reliability of the instrument was
determined by obtaining samples of responses on the
ERT from 22 groups of individuals ranging in age from
6 to 69 from all social classes and from different
ethnic and occupational groups. A stratified random
sample of 144 individuals was selected from this popu-
lation, half of which was used for a derivation sample
and half of which was used for a cross validation sample.
Each individual also completed the Loevinger Ego Level
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Test
.
A molecular coding system was initially used to
determine the stage of development. The Guttman scaling
techniques were used to determine if stages were, in
fact, hierarchical. On the initial sample, the co-
of scalability was .84 and the coefficient
of reproducibility was .97. In the cross validation
study, the coefficient of scalability was .87 and the
coefficient of reproducibility \ms .99. The validity
of the construct V7as thus demonstrated in both studies.
Concurrent validity was determined by assessing
stage scores in relationship to age and ego level
as measured by the Loevinger instrument. For the deri-
vation sample, self-knowledge was correlated significantly
with age (r=.47) and ego level (r=.73) . For the cross-
validation sample, self-knowledge level correlated
with age (r=.61) and with ego level (r=.77).
The molar scoring used in this investigation was
developed as an alternative simpler method of coding.
Using two samples of 40 and 41 subjects, molar scoring
correlated with molecular scores, ego level scores, and
age as follows: in the first sample, correlation with
molecular score v/as .74, with ego level was .66, and
with age was .55; in the second sample, correlation with
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molecular score was .76, wirh ego level was
.57, and
with age was .64. Coder reliability was more than 80%.
However, the instrument is not fully acceptable
in terms of criteria for evaluating tests. Assessment of
temporal stability, internal consistency, intra-
individual accuracy, and comparability of forms has not
been completed, nor has the meaning of scores been
defined either analytically or empirically.
Use of the ERT in this ’investigation is justified
insofar as the instrument reflects theoretical defini-
tions of inductively derived stages and correlates sig-
nificantly with molecular scores, ego level, and age.
Although the test is not fully valid and reliable in
terms of standardized criteria, the instrument can none-
theless be used because this study will further contribute
to establishing validity. Other conclusions of the
study must remain som.ewhat tentative until full validity
and reliability have been established.
To provide additional verification of coder relia-
bility, twenty-five protocols were scored by two
coders. To test validity, a correlational analysis with
age was conducted. To begin to establish theoretical and
empirical meaning of scores, data was analyzed using
socres in the following ways:
(1) The stage of the subject was defined as the
highest stage with a percentage score greater than
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zero. This procedure was based upon the rationale
rhat a person v;ho showed any ability to utilize
processes of a stage was also able to use these
processes in responding to the Mirroring Question -
aire .
(2) Data was also analyzed using the summary score
from the ERT .
(3) A comparisom was made between summary scores
and stage assignments based on profile scores
to determine if any basis could be established
for defining stage using summary scores.
More detailed description of scoring procedures and
sample protocols are included in the appendix.
Mirroring Exercise and Questionaire
The instrument to measure success and interest in
responding to stage-linked processing questions con-
sisted of two parts. Subjects first participated in a
human relations training exercise known as mirroring.
This activity vras used to help individuals learn about
their responses to being in role of leader and follower.
Participants formed dyads and faced one another. Each
person, in turn, mirrored the m^ovements of a partner.
Mirroring continued without explicitly defining a leader
or a follower. After the activity, subjects responded
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to a questionaire containing processing questions appro-
priate to each self-knowledge stage. Participants also
indicated interest in each question by rating it on a
continuum from one to four. One indicated a "good”
question which was interesting, clear, and/or stimulated
learning. Four indicated a "bad" question which was
boring, confusing, and/or irrelevant to learning.
Development of the instrument
. The mirroring
exercise was selected for use in this investigation
for several reasons. It has been used successfully
inciiviauals of various ages, both children and
adults. It is suitable for an experimental setting be-
cause it does not require high levels of trust or risk;
partic^ants meeting for one or two sessions with an un-
familiar leader might not be willing to participate in
an activity requiring extensive physical contact or self-
disclosure. The exercise was also selected because it
appeared to be one which was compatible with all stages
of self-knowledge development: individuals at all stages
could participate. Moreover, the exercise was also one
which could be processed using questions appropriate to
all stages.
The design of the exercise and processing questions
appropriate to various stages was accomplished with the
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assistance of a panel of experts. The panel consisted
of graduate students who were members of a seminar on
developmental theory at the University of Massachusetts
Graduate School of Education.
After participating in the exercise, each panel
member independently composed a list of processing
questions appropriate to each stage. The lists were
compiled to form a master list of stage appropriate
questions. (A copy of this list can be found in the
appendix) A Mirroring Questionaire was created by
selecting two questions appropriate to each stage.
Questions were selected based on high levels of
agreement among experts regarding the stage and in order
to create a questionaire which would stimulate full
responses
.
The instrument was tested in a pilot study in-
volving a group of children and a group of adults. The
purpose of the pilot study was to assess the ease of
administration, the effectiveness of the questionaire
in stimulating adequate responses which could be scored
simply, and in the continuity of the questionaire. The
pilct study also served to determine if other variables,
such as questionaire format, affected responses. Based
on this study, minor revisions were made in the question-
aire and in directions for the exercise sc as tc provide
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a more accurate measure of the effects of self-know-
ledge development.
Questions selected for use in the exercise
included the following:
Elemental questions
(1) What did you do when you were the leader?
(2) Which part did you like the best? V7hat did
you like about it? Which part did you like
the least? What did you dislike about it?
Situational questions
(1) What were your feelings during the exercise?
(2) What are some of the specific things that
made you react the way you did in this
exercise?
Patterned questions
(1) In whay ways were your thoughts, feelings,
or actions in this exercise typical or
untypical of hov7 you respond in other
situations?
(2) V'lhat do you like and/or dislike about your
patterns of response when you are a follower
or a leader?
Process questions
(1) Describe anything you did to change ways
you were feeling and thinking during the
exercise
.
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(2) Describe anything you have tried to do to
modify your thoughts or feelings in order
to change your patterns.
Scoring
. Since each question required the use of
a specific stage-linked self-knowledge process, the
success of the response was evaluated by establishing
whether or not the process was used in answering the
question. For example, one situational question involved
the ability to identify causal connections. The response
was scored as successful if it included an explicit or
implicit causal statement.
Each response rated as successful was given a
score of one; each response rated as unsuccessful was
given a score of zero. Scores for the tw’o questions
at each stage were totaled to produce a profile score
for each participant. A summary score was created by
multiplying the elemental score by one, the situational
score by two, the patterned score by four, and the pro-
cess score by eight.
A profile score for ratings of interest in questions
at each stage was created by totaling the interest scores
for each stage. The higher the score for each stage, the
greater the interest. Included in the appendix are copies
of instructions to participants, the Mirroring Question -
aire, sample protocols, and specific scoring procedures.
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Statistical Analysis
Data collected in this investigation included
the following for each participant:
(1) A self-knowledge stage assignment based upon
w-he highest stage with a profile score greater
than zero.
(2) A self-knowledge summary score.
(3) A mirroring success profile score for each
stage
.
(4) A mirroring success summary score.
(5) An interest profile score for each stage.
(6) Age, sex, and educational level.
In addition, responses to the ERT and the MQ v/ere scored
by a second coder for tvjenty-five participants.
Data will be analyzed as follows:
(1) Coder reliability was assessed by deter-
mining the percentage agreement of the
two scorers in making stage assignments,
in raw scores, and in summary scores on
the ERT and the MO .
(2) Validity of the and the ^ were
assessed by performing a Pearson Product
Moment correlation with age.
(3) A test of the principal hypotheses was
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made by
(a) using Chi Square Contingency Co-
efficient to determine the signi-
ficance of the relationship be-
tween subjects at each stage and
their ability to respond success-
fully to at least one of the ques-
tions associated with each stage
(Profile score = 1 or 2)
.
(b) using Chi Square Contingency Coef-
ficient analysis to determine the
significance of the relationship be-
tween subjects at each stage and their
ability to respond successfully to
both questions- associated with each
stage (Profile score = 2)
.
(c) using Pearson Product Moment correla-
tion to determ.ine the significance of
the relationship between self-knowledge
and mirroring success summary scores.
(4) A test of the secondary hypotheses was
made by using a T-test to determine the
significance of the differences between
interest profile scores for participants
at each stage.
CHAPTER IV
RESULTS OF INVESTIGATION
This chapter will include a description of the
sample population and their responses to the ERT and
the Mirroring Quest ionaire
,
an analysis of coder
reliability on both instruments, a validity test
through correlation with aae
,
analysis of data re-
garding the hypotheses of this investigation, and
an analysis of research findings.
Description of Sample Population
The two instruments were administered to 111
participants, including 87 females and 24 males ranging
in age from eight to 59. Participants were not acquainte
with the self-knowledge theory prior to the experiment.
The population used in this investigation did not
reflect a random cross-section of socio-economic and
educational background. Children involved in the study
all attended the Marblehead Public Schools, living in
a suburban, upper middle-class community. Adults who
participated represented a wider range of social and
economic backgrounds, but most had received training in
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counseling and worked in social service professions
as teachers, social workers, or para-professionals.
The composition of the sample population is summarized
in Table 1.
Table 1
Com.position of Sample Population
Group
i
!
Description of Group AgeRange
Median
Age Males! Females Total
1
Third Grade -
Marblehead, Mass. 8-10 9
T
13
1
14
j
i
i
27
1
2
i
1
Sixth Grade - I
Marblehead, Mass. 11-13 12 1 i 11
1
12
1
Ninth Grade -
Marblehead, Mass. 15-17 16
o
j
^
1
]
j
6 1 8
i !
4
Students -Human Serr
vices Program, North-
Shore Community Col-
lege, Beverly, Mass.
19-58 28
1 1
i
2
1
18
i
1
1
!
1
2 0
5
1
Masters' Candidates
Special Education
Boston College,
Boston, Mass.
22-27 23 1 11 12
j
1
!
U '
1
! 6
i
i
i
—
Graduate Students
University of Mass.
School of Education
21-35 23 2 i 7
i
1
9 1
I
1
7
Counseling Trainees
Marblehead Counselirg
Center, Marblehead^
Mass,
|39-50 40
i
i
0 5 5
1
1 1
1
J 1
8
Students - Moving
Center, Boston, Mass.
24-33 29 1
i
2
j
1 1
1 1
1 3
1
1
!
i 1
i
1
5
1
Trainees - Boston
Family Institute,
Boston^ Mass,
26-59
1
1
41
1
1
1
^
1
1
13
i 1
1
'
J
1
Totals 8-59 22
1
j
87
1
j
111
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Responses to the Experience Recall Test
Each participant was assigned a self-knowledge
stage which indicated the highest stage at which the
person denionstrared use of stage-appropriate processes
» Stage assignment was made using the profile
score: the stage was defined as the highest stage which
had a percentage score greater than zero. Stage
assignments were distributed as follows:
Table 2
Distribution of Participants in the Different Self-
Knowledge Stages
,
^
Numbers of Participants
j
Group # Elemental Situational Patterned Process i Totals i
1 12 15 - -
(-
27
1
O
- 11 1 - 12 1
1
- 6 2 8
^
'
10
"1
3 20
1
5 0 9 1 12
1
6
—
- 4 5
t
9
7 4 1
,
,
—
—
<
5
1-
8 - 1 2 3 i
9 - 7 15
Totals
—
12 45
!
35 19 111
i -
—
(11%) , (41%)
—
(31%) (17%)
r
1
1
^
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Self-knowledge summary scores were computed from
profile scores. The distribution of summary scores is
summarized below:
Table 3
Self-Knowledge Summary Scores by Groups
Group
#
1 2 3 4 5 6 7 8 9 Total
Median
Score 108 133 144 176 188 213 230 228 218 158
Range
1
100-
175
110-
169
118-
160
129^
220
130-
340
155-
337
201-
310
148-
258
158-
288
100-
340
1
L
The relationship between stage assignments and
summary scores for self-knowledge can be described by
the following:
Table 4
Relationship Between Stage and Summary Score
Stage Range Median Adjusted Range
|
1
Elemental 100 100
1
100
1
Situational 108-180 130 108-160
1
Patterned 146-310 188 150-235 !
1
Process 198-340 255 215-340
1
*The Adjusted Range was created by eliminating the
scores at the outer ends of the range so as to pro-
duce more differentiation between stages. Nor more
than 15% of the protocols v;ere elim.inated.
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Based on data in this study, one can begin
to clarify the meaning of continuous scores. Each
stage appears to have a distinct range with some
overlap at the upper and lower ends with adjacent
stages
.
Responses to the Mirroring Questionaire
Scores for the Mirroring Questionaire were also
computed in two different ways: in terms of success
in responding to questions associated with each
stage and as a summary score. A summary of the re-
sults is presented in Table 5 and Table 6.
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Table 5
Distribution of Success Scores for
Mirroring Questionaire
# of stagei-linKed ^ Questions Answered
Successfullv
Group
#
El
0
eiTie
1
‘ntal
2
Sit
0
uati
1
onal
2
Pal
0
:ter
1
ned
2
P
n
rocej
1
3S
2
1 1 - 26 17 10 — 27 27
2 - - 12 1 7 4 12 12
3
—
8
—
- 3 5 7 1 8
4
1
1 i 19
'
1
“ 20 7 9 4 16 2
1
2
5 -
H
12 - 12 2 6 4 10 1 1
6 -
—
9 - 1 8 - 4 5 2 5 2
7 _
1
_ 5 - - 5 — 1 4
1
4 1 “
!
8 - 3 - - 3 2 1
—
1 1
1
i|
9 -
1
1 14 - - 15 1 5 9 3
—
6
—
Total
—
1 2
—
108 18 21
—
72
'
r
56
—
28 27 83 16 12
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Table 6
Distribution of Summary Scores for
Mirroring Questionalr
e
Summary Score
Group
#
0 2 4 5 6 8 10 13 14 16 18 22 26 30
1 1 16 10
2 - 1 7 - 4
3 - - 2 - 5 - - - - - - - -
-
4 - - - 1 6 - 6 - 3 - 1 1 2 1
5 - - - - 2 - 6 - 2 - - 1
6 - - - - - - 1 - 1 1 2 2 - 2
7 - - - - - - 1 - 3 - - 1 -
8 - - - - - - - - 1 - 1 - 1 -
9 - - - - - 1 1 2 - 3 3 1 4
Total 1 17 19 1 17 1 15 1 12 1 7 8
1
4 7
I t
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Reliability of Coding
The reliability of coding refers to the degree
to which different coders make similar decisions
in scoring responses to the Experience Recall Test
and the Mirroring Que stionaire
. If trained coders
cannot produce 80 % agreement in scoring, then overall
conclusions are not reliable.
Tlie test of coding reliability was performed on
twenty-five protocols. Protocols were selected ran-
domly from all groups but included participants at
all self-knowledge stages. Both scorers had been
trained in coding the ERT . Coding of the Mirroring
Questionaire was based upon written guidelines
for scoring (see appendix)
.
Tests of coding reliability were performed by
three methods: comparing raw scores, summary scores,
and stage assignments.
Raw scores for the ERT consisted of the number
of units coded at each self-knowledge stage on a
particular protocol . The percentage of agreement be-
tween coders was computed by the following formula:
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Percentage of
agreement
Sum of coding agreements
at each stage
Ilaximum number' of possiBle ^
agreements
Raw scores for the Mirroring Questionaire are
identical to profile scores, the number of responses to
questions at each stage which were scored as using
processes appropriate to the stage. Similarly to
computation of agreement on the ERT, the deter-
mination of agreement on the ^ was computed by
totaling the number of agreem.ents and dividing
by the maximum, number of agreements:
Sum of coding agreements
Percentage of
^
at each stage
agreement 8 X 100
Computation of the percentage agreement for
summary scores on both instruments was completed
by finding the quotient of the summary scores:
Percentage of
_
Summary score-coder #1
^
agreement Summary score-coder #2
If the summary score of coder #2 was larger, then
the fraction was reversed.
Stage assignment on the ERT refers to the high-
est stage on each prorocol which has a profile score
greater than zero. The extent of agreement regarding
stage assignment was determined by totaling the num-
ber of protocols in which both protocols produced
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identical stage assignments and dividng by the total
number of protocols
:
Percentage of
_
Number of agreements
agreements J5 ^ 100
With reference to the Mirroring Questionaire
,
the ex
tent Oj. agreement on stage assignment vv^as computed
in a similar manner.
Ihe resuxts of the tests of coding reliability
can be summarized as follows:
Table 7
Coding Reliability
Percentage Agreement
Experience Recall
Test
Mirroring Question-
aire success scores
Raw Scores Summary Stage Assign-
Sccres ments
84% 92% 0 0 ^'
91% 81%
—
~
i
80%
j
N=25
Since the percentage agreement in all tests was
greater than 80%, the minimum accepted standard,
it is possible to conclude that the reliability of
coding is acceptable for both instruments. Although
rav7 scores on the ERT are not used directly in this
investigation, the 84% rate of agreement is none-
theless important because raw scores are used in com-
puting both profile scores and summary scores. The
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high rate of agreement on mirroring success scores
also provides an indication that this data which served
as a foundation for other scores was essentially
reliable
.
The acceptable levels of agreement for summary
scores provides direct indications that scores speci-
fically used in correlations to test the primary hy-
pothesis were reliable. Similarly, the acceptable
levels of agreement regarding stage assignment on both
instruments indicates that Chi-Square analysis of data
to test the primary hypohtesis was also reliable.
Validity Study
A partial assessment of construct validity for
both the ERT and the ^ v;as completed by comparing
summary scores on both instruments with individuals
'
chronological ages. Theoretically, one cannot achieve
a higher developmental stage without having achieved
all previous stages. Thus, younger subjects are more
likely to be at lower stages and one would expect few,
if any, children to be at higher stages.
However, advancement in chronological age does
not automatically mean advancement in developmental
stage. One might therefore expect to find adults at
all stages of development, producing a moderate
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correlation betv;een age and scores on both instru-
ments. Using Pearson's Product Moment Coefficient
of correlation, the summary scores of both the ERT
and the show a positive correlation, (for the ERT,
r=.55; for the r=.65)
The correlation with age provides only a partial
indication of construct validity. Further tests of
validity are necessary in order to obtain more de-
finitive conclusions regarding construct validity.
Nonetheless, the moderate correlation with age
provided some verification of concepts of development.
Test of Primary Hypothesis
The primary hypothesis of this study is that
a significant relationship exists between a person's
level of self-knowledge development and her/his
success in responding to stage-appropriate processing
questions. This hypothesis was defined operationally
in terms of specific expectations regarding per-
formance of individuals at each stage of development.
A test of the general statement of the hypothesis
was accom.plished through a Pearson Product Mom.ent
Correlation of summary scores on the ERT and the MQ .
Tests of operational hypotheses v/ere performed using
Chi-Square analysis.
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Test of genera l statement of hypothesis
. According
to the hypothesis, a significant positive relationship
exists between a person's level of self-knowledge de-
velopment and his/her ability to use stage-appropriate
processes. Based on this hypothesis, one might expect
that the higher a person's ERT summary score, the
higher would be the corresponding success summary score
on the Mirroring Questionaire
. A scattergram displaying
the resuxts of this study (Table 8) provides a graphic
indication of a positive relationship. The coefficient
of correlation was .7443, indicating that the relation-
ship is significant to the .001 level, thus confirming
the hypothesis.
107
Table 8
Scattergram Indicating Correspondence
Betv;een ERT and Mirroring Questionaire Summary Scores
Mirroring Questionaire Summary Score
Not
Moire
Than
2 4 6 10 14 18 22 26 30
100 11 1 — .
E 120 5 5 1 - - —
R
T 140 1 10 6 1 1 - - -
S 160 - 2 7 5 2 - - 1 -
u
m 180 1 1 3 4 - - 1 - 2
ni
a 200 - - - 2 7 * 1 1 -
r
y 220 - - 2 - 2 3 - 2
S 240 - - 1 2 2 1 - -
c
o 260 - - - 1 1 - - 1 -
r
e 280 — - - - - 2 1 -
s
300 — - - 1 1 1 - -
320 — _ - 1 - "
340 - - - - - 1 -
1
2
N=lll
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Tests of the ope rational hypotheses
. The operational
hypotheses predicted the extent to which individuals
at a particular stage would respond to processing
questions appropriate to each of the stages of self-
knowledge development. Data concerning each operational
hypothesis was examined in two ways: by counting the
number of participants who successfully responded to
at least one question at each stage, and by counting
the number who successfully responded to both questions
at each stage.
Since the operational hypotheses predicted that
individuals at a particular stage would respond success-
fully to questions associated with that stage and lower
ones while responding unsuccessfully to questions associ-
ated with higher stages, the strongest confirmation of
they hypothesis would be success or failure involving
both questions; success or failure involving one ques-
tion would indicate moderate confirmation of the hy-
pothesis .
( 1 ) a. Individuals at the elemental stage will
be unsuccessful in responding to questions
associated with the situational, patterned, and
process stages.
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b. Individuals at the elemental stage will
bG succGssful in cGsponding to qusstions
associatGd with thG GlGmGntal staqG
.
TwgIvg participants wgtg assignGd to thG GlGiriGntal
stagG. Only onG failGd to rospond succGssfully to
both GlGiTiGntal guGStions. Similarly, only onG pGrson
rGspondGd positivGly to onG situational quGStion.
Nona rGspondGd succGssfully to any pattarnad or procass
quGStions, thus confirming both components of this
hypothesis. Data is summarized as follows;
Table 9
Success Rates of Elemental Stage Participants
on Mirroring Questionaire
Number of ques-
tions answered
successfully
Elemen-
tal
Questions
Situa- Pat-
tional terned
Pro-
cess x2
One r
i
92% 8% 0% 0% 31.54*
T"
Two
[
4—
92% 0% 0% 0% 35.50*
*significant to .001 level N=12
( 2 ) a. Individuals at the situational stage will
be unsuccessful in responding to questions
associa ted with the patterned and process stages ,
b. Individuals at the situational stage will be
successful in responding to questions associated
with the elemental and situational stages .
Forty-five participants were assigned to the situational
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stage. Only one person failed to answer both elemental
questions successfully. Most answered at least one
situational question successfully, less than half answered
both. Only a few people answered even one patterned
question successfully .
-Mone had positive responses
to process questions. Data can be summarized as
follows
:
Table 10
Success Rates of Situational Participants
on Mirroring Questionaire
Number of ques- Questions
tions answered Elemen- Situa- Pat- Pro-
successfully tal tional terned cess
One
Two
*significant to .001 level N=45
Analysis of protocols which did not conform to
predictions of the hypothesis indicated that the
higher the situational profile score, the more likely
was a person to succeed in responding to situational
questions. The average profile score of the twenty
participants who answered both questions successfully
was 42%; of the 18 participants who answered one
100% 84% 9% 0? 115.37*
98% 44% 2% 0% 117.39%
Ill
successfully, 29%; of the seven who answered both
unsuccessfully, 19%. Furthermore, five of the seven
participants who failed to answer any situational
questions successfully had profile scores of less
than 10%. Only three people with scores in that range
answered even one situational question successfully.
At the other end of the scale, the four participants
who successfully answered one patterned question had
profile scores greater than 40%, though 13 others with
scores in the same range failed to answer any patterned
questions successfully.
Further analysis of protocols of participants
who responded successfully to only one situational
question indicates that more had difficulty with
the question relating to causality (VJhat are some of
the specific things that made you react the way you
did in this exercise?) than with the one relating to
expressing feelings (V'Jhat were your feelings during
the exercise?) ; 14 failed to answer the former ques-
tion while only 4 were unsuccessful with the latter.
This result suggests that development of causal
self-knowledge processes might occur after develop-
ment of the ability to express emotions. Participants
at higher stages had little difficulty with either
question. Alternatively, failure to respond success-
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fully to this guostion n\ay hav6 baan dua to poor
wording: many participants askad for clarification
whan answering this question.
On the basis of this data, the hypothesis is
confirmed. One might also conclude that persons
with situational scores of less than 10% may be
less able to use situational self-knowledge processes
while those at the high end of the scale may show
some ability to use patterned processes. The data
also tend to suggest that causal understanding is
somewhat more difficult to describe than expression
of feelings.
( 3 ) a. Individuals at the patterned stage will
be unsuccessful in responding to questions
associated with the process stage ,
b. Individuals at the patterned stage will be
successful in responding to questions associ-
ated with the elemental, situational, and
patterned stages .
Thirty-five participants were assigned to the
patterned stage. Nearly all of them successfully
answered both elemental and both situational questions.
Although less than half responded successfully to both
patterned questions , all except one person success-
fully answered one patterned question. Nearly one-
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third of the people successfully responded to one
process question. Data is summarized as follows:
Table 11
Success Rates of Patterned Participants
on Mirroring Questionaire
Number of ques- Questions
tions answered Elemen- Situa- Pat- Pro-
successfully tal tional terned cess
One 100% 100% 97% 28% 85.24*
Two 97% 97% 46% 8% 77.34*
*significant to .001 level N=35
Among the ten participants who successfully
responded to one process question, five were from
group #9, trainees at the Boston Family Institute,
nearly half of whom operated at the process stage.
Patterned individuals may thus have learned to de-
velop process skills during their training. If
this involvement was, in fact, the reason for their
success, stage growth might be facilitated by placing
individuals in groups with others at higher stages.
Nothing in the data suggests possible explanations
for the failure of over half of the patterned par-
ticipants to respond successfully to both patterned
questions. In contrast to situational questions which
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were successfully answered by participants at higher
stages, even process stage participants did not suc-
ceed to any significantly greater extent in answering
patterned questions. Consequently, one might suspect
that the patterned questions or the mirroring exercise
Itself was not conducive to use of patterned skills.
The hypothesis is not supported to the same
extent as in previous cases, but a clear positive
relationship does nonetheless exist.
(4) a. Individuals at the process stage will
not be unsuccessful in responding to ques -
tions associated with any stage .
b. Individuals at the process s tage will be
successful in responding to questions associa-
ted with the elemental, situational, pat-
terned, and process stages .
Nineteen participants were assigned to the process
stage. Almost all answered elemental and situational
questions successfully. Although only slightly more than
half answered both patterned questions successfully, all
subjects answered one of the questions. Almost half
answered both process questions successfully while all
but one responded positively to one process question.
The rate of success for process questions in both cases
v;as significantly more than the rates of success of
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patterned participants. Data for process participants
can be summarized as 'follows:
Table 12
Success Rates of Process Stage Participants
on Mirroring Questionaire
Number of ques- Questions
tions answered
successfully
Elemen-
tal
Situa-
tional
Pat-
terned
Pro-
cess x2
One 100% 100% 100% 95% 1.0*
Two 100% 95% 53% 47% 21 . 14**
*no significant difference N=19
**significant to .001 level
It is not possible to conclude from the data
why rates of success to patterned or process questions
were lower for answering both questions compared to
higher rates for participants at other stages respond-
ing to questions at their levels of development. One
might hypothesize that either the questions or the
exercise itself did not stiumulate use of the skills.
Nonetheless, since process participants responded
successfully at higher rates than those at other
stages, it is possible to confirm the hypothesis.
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Test of Secondary Hypothesis
The secondary hypothesis of this investigation
was that a person will be most interested in responding
to questions associated with his/her stage of develop-
ment. Specifically, the expectation was that:
(1) Individuals at the elemental stage will
be most interested in responding to ques-
tions associated with the elemental stage.
(2) Individuals at the situational stage will be
most interested in responding to questions
associated with the situational stage.
(3) Individuals at the patterned stage will be
most interested in responding to questions
associated with the patterned stage.
(4) Individuals at the process stage will be
most interested in responding to questions
associated with the process stage.
Participants rated each question on a scale from
one to four, one being a rating of very bad (i.e.,
unnecessary, confusing, boring) and four being a rating
of very good (i.e., necessary, interesting, stimulating).
The interest ratings of participants at each stage associ-
ated with each question were totaled to produce a mean
interest rating for each question at every stage.
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Results
. Responses to the interest section of the
Mirroring Questionaire were completed by 108 parti-
cipants. Mean interest ratings were computed in the
following ways; mean interest ratings for participants
at each stage in responses to each question, mean in-
terest ratings at each stage in responses to questions
at each stage, and mean interest ratings for two lower
and two higher stages in responses to questions of two
lower and tv/o higher stages. The results are summarized
in the following tables;
Table 13
Mean Interest Ratings in Response to
Each Question by Stage
Question Number
Stage 12345678N
Elemental
Situational
Patterned
Process
3.0 2.7 2.7 2.3 2.1 2.5 2.1 2.1 12
3.2 3.3 2.9 2.5 2.5 2 .
6
2.3 2.1
!
45
!
3.1 3.4 3.3 2.8 3.4 3.2 3.0 2.5 33
2.8 3.7 3.6 2.8 3.6 3.3 3.2 3.3 18
3.1 3.3 3.1 2.6 2.9 2.9 2.6 2.4 108Totals
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Table 14
Mean Interest Ratings for Each Stage
Type of Questions
Stage Elemental Situational Patterned Process
Elemental 2.8 2.5 2.3 2.1 12
Situational 3.3 2.7 2.6 2.2 45
Patterned 3.2 3.1 3 .
3
2.7 33
Process 3.3 3.2 3.5 3.3 18
Totals 3.2 2.9 2.9 2.5 108
Table 15
Mean Interest Ratings for
Upper and Lower Stages
Elemental/
Situation-
al stages
Patterned/
Process
stages
Elemental/situa- Patterned/pro-
tional questions cess questions N
2.9 2.4 57
3.2 1—
1
ro 51
N=108
Although some trends appear to exist in the
interest scores, they do not appear to be significant.
Elemental stage participants were most interested in ele-
mental questions while progressively being less interested
in Questions associated w’ith higher stages. Situational
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participants were more interested in responding to
all questions than were elemental participants. They
were most interested in elemental questions and pro-
gressively less interested in questions associated with
higher stages. Patterned participants were most inter-
ested in patterned questions; process participants were
most interested in patterned questions and expressed
iriterest in all questions than other participants.
Elemental and situational participants combined
were more interested in elemental and situational
questions than in patterned and process questions. Pat-
terned and process participants combined were more
interested in questions associated with patterned and
process stages than with those associated with other
stages
.
T-tests were performed to determine the significance
of all these trends; none of them proved to be
statistically significant; thus, the hypothesis of
a relationship between self-knowledge stage and inter-
est ratings was not supported by the data.
The failure to demonstrate a significant re-
lationship may, be due to lack of correspondence be-
tween interest and developmental level; interest may
depend upon other factors. Alternatively, the results
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may be due to faulty design of the experiment: some
participants (especially children) arbitrarily com-
pleted the interest section so as to finish quickly
while others complained that they did not understand
how to complete this section of the MQ.
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CHAPTER V
Discussion OF IMPLICATIONS
This chapter will include the following:
(1) a summary of research findings.
(2) a discussion of implications of the
study in terms of issues previously iden-
tified in connection with (a) design of
human relations training exercises as well
as v;ith (b) validation and elaboration of
self-knowledge theory.
(3) an exploration of some problems of
research design focusing on use of the
Experience Recall Test and the Mirroring
Questionaire .
(4) suggestions for further research re-
garding application of structural develop-
mental theory to design of various forms of
psychological education.
Summary of Research Finding s
The Experience Recall Test and the Mirroring
Questionaire were administered to 111 participants
ranging in age from eight to fifty-nine. Each parti-
cipant received a self-knowledge summary score, a
self-knowledge stage assignment, a success score for
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questions on the Mirroring Questionaire
. a success
profile score, and an interest profile score.
Self-knowledge stage assignment and sunimary scores
appear to be related as follows:
Elemental- 100
Situational - 108-160
Patterned - 150-235
Process - 215-340
Each stage appears to have a distinct range with some
overlapping with adjacent stages.
A test of inter-coder reliability was performed
by having 25 protocols scored by two coders. Reliability
of coding v/as greater than 80% for both the ERT and
the ^ in terms of raw scores, summary scores, and stage
assignments
.
A partial assessment of construct validity was
completed for both the ERT and the ^ through a Pearson
Product Moment Correlation v;ith age, indicat.ing a moder-
ate positive relationship between self-knowledge level
and age as well as between success on the Mirroring
Questionaire and age.
On the basis of the Pearson Product Moment
Correlation and Chi-Square analysis, the primary hypothe-
sis was confirmed, indicating that a significant positive
relationship existed between a person's level of self-
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knowledge and his/her ability to use stage-linked self-
knowledge processes.
Analysis of data also appears to indicate that
the development of self-knowledge may occur in a more
gradual progression rather than in jumps: for situ-
ational participants, the higher the situational score,
the greater the tendency to succeed in responding to
the Mirroring Questionaire
. Participants at the low end
were unable to answer situational questions success-
while those at the high end were able to answer
patterned questions. Responses of situational partici-
pants also indicated that causal self-knowledge pro-
cesses may develop after ability to describe internal
states; alternatively, the question probing causal
understanding might have been poorly worded and require
revision
.
Some patterned participants from, a group which con-
tained many process participants succeeded in success-
fully responding to process questions on the Mirroring
Questionaire ; consequently, one might conclude that
skills of the next stage can be learned through inter-
action with people at higher stages of development.
The failure of patterned and process participants
to respond at a maximum rate to patterned and process
questions on the Mirroring Questionaire indicates that
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some revision may be needed in the activity or the
questionaire and scoring procedures.
The test of the secondary hypothesis did not pro-
duce any significant results. On the basis of this
investigation, it is not possible to determine
whether or not a relationship exists between interest
and developmental level.
Since the population used in this sample was
primarily from upper middle class communities and
contained a disproportionate amount of people in
social service professions, the conclusions cannot be
generalized to apply to the entire population.
Design of Human Relations Training Exercises
The review of research regarding human relations
training exercises revealed that exercises are effec-
tive when used by some leaders with some groups and
are ineffective in other settings. The B-P-E model was
used to provide a framework for research, the goal being
to define which approaches (E) are most effective with
which types of people (P) in producing a particular
outcome (B)
.
Processing of exercises. The conclusions of this in-
vestigation may help to delineate kinds of processing
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questions (E) which should be used with people at
different self-knowledge levels (P) in order to maxi-
mize the quality of responses to processing questions
(B)
. Since this study establishes that a significant re-
lationship exists between a person's stage of self-
knowledge development and his/her success in responding
to stage-appropriate processing questions, one might
conclude that utilization of this information may be
helpful in improving the design of human relations
training exercises.
To make this application possible, it is necessary
to develop guidelines for use of self-knowledge theory.
Further research might be conducted to test the utility,
reliability, and validity of such guidelines. Psvcho-
educators might be trained to use the guide—
liries in designing and implementing exercises. Investi-
gators could then assess the effectiveness of the train-
ing through ratings by leaders, participants, and/or
observers. An outline of possible guidelines which
could be used in this research is included in the
appendix
.
Other aspects involved in design of exercises . Two other
aspects involved in design of exercises may be clarified
through application of self-knowledge theory. Effective
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introduction of an exercise occurs only when participants
understand and accept goals and tasks. Similarly,
participation in an exercise requires effective per-
formance of tasks. Although the results of this in-
vestigation apply specifically only to processing
questions, one might also conclude that self-knowledge
functions may also affect introduction of and participa-
tion in exercises. Using the B-P-E model, one might
hypothesize that different statements of purpose (E)
or tasks involved in participation (E) should be used
with people at different self-knowledge levels (P) in
to maximize learning from the exercise (B)
Research regarding introduction of exercises might
be performed by first cataloguing purposes in terms
of self-knowledge stages. For example, exercises which
are used to help people learn what others like, what
makes them feel happy, or what they do, might be classi-
fied as elemental; ones which help them to experience
and describe feelings or to gain understanding of cau-
sal connections might be classified as situational;
exercises which help people to identify ways to change
internal affects or thoughts might be classified as pro-
cess. Similarly, tasks involved in participation could
also be catalogued in terms of self-knowledge stages.
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Further research might help to demonstrate the accuracy
of these conclusions by measuring the relative effec-
tiveness of different exercises with people at various
levels of self-knowledge development.
^e of other structural developmental theories
. Other
structural developmental theories may also be applied
to improve guidelines for design of structured exercises.
Piagetian theory of cognitive development could be used
as a basis for assessing the methods and processes in-
volved in reasoning and thinking in various exercises.
The cognitive level required in an exercise could then
be matched with cognitive development of participants.
Similarly, the theory of ego development may be used to
predict conscious preoccupations, the style of impulse
control, and interpersonal style of participants. Exer-
cises might then be chosen which would stimulate learning
regarding these issues. The theory of moral development
provides a framework for defining participants' styles
of moral reasoning which might help a group leader to
clarify his/her expectations regarding how value judge-
ments are discussed.
Further research is necessary to help specify the
implications of these theories and to test the accuracy
of the predictions empirically. Through utilization of
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various structural developmental theories, a more com-
plete and accurate B-P-E analysis might be accomplished
as follows:
— Environment
Maximal learning Structural devel- Staoe appropriatefrom exercisp?; i _ ci propri
exercises in terms
of:
cises opmental stages
Understanding of Self-knowledge
purposes
Cognitive devel-
opment
Ego development
Moral develop-
ment
Actve partici-
pation
Full response to
processing
Selection of exercise
Introduction of
exercise
Tasks required in
participation
Processing
In order to further develop guidelines for design
of human relations training exercises, other variables
independent of structural developmental stages must
also be taken into account: leader style, specific
group needs, situational factors such as physical en-
vironment, and the appropriateness of the exercise. This
overall set of guidelines could then be evaluated
through further research in which leaders are trained
to use guidelines in designing exercises and the
effectiveness of the design is measured through parti-
cipant, leader/ and oberver assessments as well as through
objective evaluation. The conclusions of this study
provide information regarding only one aspect of criteria
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necessary in design of exercises; nonetheless, this
study does help to establish the potential utility of
this approach and serve as a basis for beginning to
develop a more complete set of guidelines.
Va lidation and Elaboration of Self-Knowledge Theory
This significance of this study for validation
and elaboration of self-knowledge theory includes
further demonstration of construct validity, improving
the reliability and simplicity of the Experience Recall
Test, assessment of the utility of the model, clarifying
how the context affects use of stage-associated
skills, and suggesting refinements in design and scoring
procedures for the ERT.
Construct validity
. Previous efforts to validate
self-knowledge theory have added to construct validity
by demonstrating the relationship between self-knowledae
developm.ent and age, ego development, and Guttman
scaling of stage-linked processes.
In this study, construct validity has been further
established by empirical demonstration of a positive
relationship between self-knowledge development and a
person's ability to respond to stage-linked processing
questions. The use of self-knowledge processes is not
affected by the immediate environment: a person's
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ability to use stage-linked processes is similar
whether responding to the or to questions on the
!^. The existence of this positive relationship means
that the assumption that development is relatively
stable at any point in time is correct and that this
development is accurately measured by the ERT . Conse-
quently
,
the ERT can be used to predict a person '
s
ability to respond to processing questions associated
with different stages.
Further assessment of construct validity might
be accomplished by exploring the relationship between
success in using stage-associated processes in other
components of exercises or in other psychological edu-
cation interventions and in development as measured by
the ERT . The conclusions of this study suggest that
such relationships indeed exist.
Improving the reliability and simplicity of the Experi -
ence Recall Test . The utility of a theory is partially
dependent upon the ease with which it can be used by
practitioners: an instrument to determine stage devel-
opment must not require extensive training to master
scoring procedures nor must it involve too much time
for administration and scoring. The molar scoring pro-
cedure represents an improvement in scoring procedures
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as compared to the molecular scoring procedure, one
which makes use of the ^ more practical. However,
the conclusions of this investigation may lead to fur-
ther simplificatin of stage assessment.
Since a positive relationship exists between a
person's self-knowledge stage and his/her ability to
respond to stage-associated processing questions, stage
development might also be determined by having a group
participate in a human relations training exercise and
respond to processing questions associated with each
stage. Stage assessment might then be accomplished by
determing the extent to which participants success-
fully respond to these questions. In this way, prac-
titioners need not use the ERT to determine stage; stage-
can be determined in the context of exercises and ac-
tivities normally used with a group rather than through
use of an additional procedure that may not be relevant
to goals of a particular psychological education program.
The conclusions of this investigation specifically apply
only to use of the mirroring exercise in assessing
stage; nonetheless, they suggest that similar results
might be obtained through use of other exercises. Further
research is necessary to fully verify this notion.
Assessment of the utility of the model . The ultimate
value of a theory is determined by its practical utility.
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The potential utility of the self-knowledge theory
rests in how it may help to clarify goals and methods
used in psychological education programs. Since a
positive relationship exists between a person's self-
knowledge level and his/her ability to respond success-
fully to stage-linked processing questions, the theory
can be used to provide guidelines for design of human
relations training exercises. Additonally, this conclusion
also suggests that the theory can be used in establishing
guidelines for design of other aspects of exercises
and other psychological education interventions. Al-
though this supposition requires further empirical
testing, the data in this study helps to establish a
basis for practical use of self-knowledge theory.
A second issue involved in establishing the
utility of the self-knowledge theory and the ERT in-
volves defining the meaning of profile and summary
scores and the relationship between them. Although scoring
procedures have been established in previous studies,
there has been no research to determine how scores
should be interpreted. The utility of the ERT is limited
unless guidelines for interpretation can be created and
validated
.
This investigation provides one basis for inter-
pretation of profile scores: defining a person's de-
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velopment as the highest stage at which she/he demon-
strates capability by obtaining a profile score greater
than zero. This interpretation was validated insofar
as research conclusions indicate that a profile score
greater than zero is associated with success in re-
sponding to stage-linked processing questions. This con
elusion might be extended to similar interpretation of
the profile score in other contexts: for example, a
P^^^titioner might use the profile score to predict
maximum capability of a person in responding to
psychological education interventions.
The investigation also produced some data which
may help to determine the relationship between summary
and profile scores. Participants in this study whose
profile scores showed capability at a particular stage
also had summary scores that fell within a particular
range v;ith some overlap. Using this data, one
might define stage on the basis of summary scores as
follows
:
Elemental - 100
Situational - 108-160
Patterned - 15--235
Process - 215-340
Further testing is necessary to determine if these
guidelines apply in other contexts. Further research
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is also necessary to establish other ways to inter-
pret and utilize scores.
scoring procedures for the Experience Re-
call Test. According to the conclusions of this study,
a person's ability to respond to processing questions in
a human relations training exercise is dependent upon
his/her level of self-knowledge development. Since this
hypothesis has been validated, one might also predict
that particular questions may be oriented specificallv
to particular stages, producing responses using pro-
cesses of that stage even though participants may have
more sophisticated skills. For example, on the Mirror-
ing Questionaire
,
one might expect that, regardless
of the person's level of development, elemental
questions would stimulate responses using elemental
skills, situational questions would stimulate responses
using situational skills, patterned questions would
stimulate responses using patterned skills, and process
questions would stim.ulate responses using process skills.
Analysis of responses to the Mirroring Questionaire
supports this hypothesis. (See appendix)
Since the responses on the ^ are limited by the
question, one might also suspect the same to be true
in the case of the ERT : particular questions might
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stimulate responses appropriate to specific stages.
For example, the first question requires participants
to describe an experience by telling v/hat happened,
reelings and thoughts that occurred, and causes and
consequences of the event. Responding to this ques-
tion might require processes associated with the ele-
mental and situational stages. The second and third
questions require participants to describe the im-
portance of the experience at the time and at present;
these questions involve processes associated with
the situational stage because they focus on the experience
as a whole. The fourth and fifth questions are concerned
with v^hat one learns about oneself as a result of
the experience and how that knowledge can be useful.
These questions appear to require use of functions
associated with the patterned and process stages be-
cause they involve description of personality traits
and hov; knowledge changes oneself. Analysis of responses
to the ERT supports these conclusions, (see appendix)
This data is significant insofar as it extends
the primary hypothesis of this investigation: not
only are responses to processing questions affected
by self-knowledge level, but questions themselves
stimulate responses at particular stagess. A person
may not use full capabilities unless the question
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IS one which is oriented towards that stage.
This data is also important insofar as it may
lead to im.provement in design of the ERT. If ques-
tions affect responses, some additional investigation
may be necessary to determine the effect of using
different kinds of questions on the ERT
. What dif-
ferences occur in scores if more general questions
are used? What differences occur in scores if more
specific questions are used, ones such as those in
the ^ which are m.ore closely linked to particular
stages?
r.cdif ication might also be made in the system
of scoring and interpretation of the ERT based on
this data. Further investigation is necessary to deter-
mine if significant differences exist in ways skills are
used in responding to different questions. Although
questions are oriented towards particular stages, par-
ticipants sometimes respond using skills of higher
stages. Perhaps this type of response indicates higher
levels of development: a person who uses a self-
knowledge process in a context which does not stimulate
its expression may be at a higher level than one who
only does so in a context that does stimulate its use.
Preliminary analysis of participants' responses on the
ERT indicates that such trends may exist, (see appendix)
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Further investigation is necessary to provide
evidence regarding the differential responses to Ques-
tions: correlations should be performed using other in-
dicators of development such as measures of cognitive,
moral, or ego development, in order to determine if
persons at higher levels respond more frequently using
skills of those levels in responding to questions.
Such investigations might also focus on differences in
development and responses among elemental and process
individuals
.
This type of investigation may lead to modifica-
tions in the system of scoring and interpretation for
the ERT . For example, responses to questions using
skills beyond the level of the question might be
weighted more heavily as an indication of greater
development: thus, patterned and process responses to
questions A, B, or C might mean more than that type of
response to later questions. Similarly, elemental re-
sponses to later questions might be weighted more
heavily than responses to the first question for ele-
mental participants while situational responses by
situational participants to questions B and C might
be weighted less heavily than such responses to ques-
tion A.
Scoring might also be modified to provide two
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sets of scores for each participant; one score night
indicate the extent to which a person uses skills in
a context probing for that type of expression, one
score might indicate the extent to which a person
uses skills in a less focused context, one not di-
rectly stimulating use of specific skills
» Such a
system of scoring might help psychological educators
to determine more accurately the extent to which
P^^'ticipants require specific guidance in using skills
necessary for processing exercises,
This scoring system might also be useful in per-
formance of research regarding the dynamics of de-
velopment so as to answer questions such as these:
Does development occur thrugh use of processes first
in a directed context and then in a spontaneous manner?
Under what conditions does one first begin to use skills
in a directed context? in a spontaneous context? Does
the trust level, defensiveness, or type of experience
being described affect use of skills in either context?
Based on this type of research, it may be possible to
specify a sequence of environments which might stimu^
late development: for example, beginning in a directed
context and moving toward discussion of more emo-
tionally laden events with increased use of directed
questions
,
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Research Design - Experience Recall Test
Although coder reliability was at an acceptable
level, analysis of cases in which responses were
scored differently by the two coders may lead to modi-
fication of scoring procedures so that reliability
can be further improved.
Analysis of differences in scoring on protocols
for the ERT indicated that many of the differences were
the result of simple coding errors: failure to identify
a valid coding unit because an I-referent was not
noticed, failure to separate several coding units be-
cause grammatical construction was misinterpreted,
or failure to code units correctly based on existing
coding rules. Such errors can be eliminated easily by
having two coders score all protocols and compare discre-
pancies, by careful checking of coding, and through
careful scoring. Since many discrepancies seem to ocur
in a few protocols, a time-saving alternative may be
to analyze differences only in protocols which have
large variations in scores.
Some of the differences in scoring appear to
stem. from, confusion regardng scoring procedures, con-
fusion which could be eliminated by revision of some
coding rules. For example, according to existing rules,
units are scored NC (not coded) when they do not satisfy
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criteria for any stage, such as when it is unclear
whether or not the response is situation specific
or patterned. However, scorers sometimes tend to
place units in situational rather than NC because they
can be thought of as situational but not quite patterned.
Revision of the rule for scoring units as NC might be
helpful in producing more consistent scoring: units
should be scored NC only when they cannot be coded at
other stages.
Similarly, some differences in scoring result
from confusion regarding the extent to which coding
can be based on inference rather than explicit state-
ments. Creation of specific guidelines regarding
permissible and unpermissible inferences may help to
resolve this problem. Additional studies of coder
reliability, ones in which discrepancies are care-
fully analyzed, may lead to better coding procedures.
Since coder reliability is extremely high for
stage assignment and for summary scores, the need for
improved reliability v;ould be limited to studies using
the ERT in which small differences in scores are
important
.
Research Design - Mirroring Questionaire
The use of the MQ in this investigation was in
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accord with accepted standards for social science
research insofar as coder reliability was greater than
80-6 and construct validity was demonstrated through
correlation with age. However, since coder reliability
was just barely above minimum standards, modification
of scoring procedures appears desirable.
Discrepancies in coding on the resulted to
some extent from similar problems as the ERT . Some dif-
ferences were clear cases of coding errors which are
easily resolved, suggesting that scoring by at least
two people and comparisom of scores could produce
higher reliability. Similarly, some differences result
from confusion regarding coding rules, especially in the
extent to which inferences could be the basis for posi-
tive scores for patterned and process stages.
However, much of the variance in scoring was due
to the nature of the scoring system. In the ERT, there
was a greater range of units scored than in the MQ .
One discrepancy on the ERT produces only a small de-
crease in reliability, overall agreement remaining
high. On the scores had a low range of units --
one or two for each stage. One discrepancy thus signi-
ficantly lowered to reliability for the entire protocol
below acceptable standards. To use a coding system in
which there are more codable units would necessitate
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changes in the questionaire or activity so as to
produce more responses.
Edification in the mirroring exercise
. Based upon
observation of the investigator, participants
appeared to involve themselves in the mirroring exer-
cise with varying degrees of intensity. Some groups and
individuals appeared to be stimulated by the activity,
ipa t ing with animation and wanting to continue
after the signal was given to stop mirroring; others
were disinterested and bored, axious to stop the exer-
cise before the time limit. If participants did not
find the activity stimulating, they may have been less
likely to have elaborate responses to the questionaire.
In order to modify the activity so as to stimulate
more elaborate responses, one must first understand the
reasons for the wide variation. Although objective data
does not exist, the subjective impressions of the in-
vestigator may provide some basis for modifying the
activity
.
Some differences may be due to variables other
than self-know'ledge levels of participants. Immediate
situational factors also affected responses. For example,
one group completed the exercise immediately after a three
hour final exam; another performed the activity during
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the last week of school, in both cases, enthusiasm
for the activity was limited. Some individuals were
not used to activities involving physical movement.
Some did not appear to understand or accept the pur-
poses of the exercise, regarding it as a meaningless,
nonsensical activity. For some, the activity was
familiar to them and seemed repetitious.
Using a different activity might not resolve any
of these problems. With any activity, situational fac-
tors might detract from interest. Moreover, trying to
find an activity which can be of interest to all ages
and backgrounds may be an impossible task. Nonetheless,
some experimentation might be made in using other human
relations training exercises such as a trust walk, in
which two people take turns leading each other while one
person is blindfolded.
An alternative solution might be to develop
several short exercises, each geared to different styles
and appropriate for different groups. However, the
exercises must be designed to that participation would
not require an inordinate am.ount of time for an ex-
perimental setting.
Modification in the Mirroring Quest ionaire . More
elaborate responses to the might also be stimulated
by changing the wording of some questions. Wording was
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sometimes unclear or included psychological jargon
incomprehensible to some people. Some questions produced
only brief responses or responses that were difficult
to code. Possible modification of questions might
include the following;
A. What happened in the exercise?
B. (no change)
C. List all feelings you had as leader, as
follower, and when no leader or follower
V7as defined. What do you think made you
feel the way you did?
D. Did you make your partner act in any
special way? Did you partner make you
act in any special way? Describe how it
happened
.
E. Did you want to change any feelings or
thoughts you had during the exercise? What
did you want to change? What did you do to
try to change them? What happened?
F. In what ways were your thoughts, feelings,
or actions in this exercise typical of how
you are in other situations? Give some examples
of how they are similar or different.
G. What do you like and/or dislike about ways
you usually think, feel, or act when you are
a follower or a leader?
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H. Describe anything you have tried to do to
inodify your thoughts or feelings in order to
change your patterns. What patterns did you
want to change? What thoughts or feelings
did you attempt to modify? How did you
modify them? To what extent did you succeed?
These proposed modifications in the ^ should be
tested in a pilot study. If more elaborate responses are
generated from this instrument, then modification of the
scoring system can be made to provide more coding units
for responses at each stage. Discrepancies in stage
assignments made by different coders may then produce
less change in overall reliability.
The interest ratings section of the ^ might also
be modified. Not only did responses produce little
data, but many participants did not complete the section
in a serious manner, making it difficult to conclude
whether or not interest is related to success in
responding and to stage.
Finally, the importance of responses to the
MQ might include use of other exercises as the acti-
vity, modification of the questionaire and scoring
procedure, modification of the interest question-
aire, and correlation with other variables.
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Application of Structural Developmental Theory
;^_pesign of Psychological Education Interventions
If self-knowledge theory and other structural
developmental theories can be used in formulating
guidelines for structured exercises, then the theories
might also be useful in delineating and validating
guidelines for design of other types of psychological
education interventions. The conclusions of this study
apply specifically only to processing of exercises,
but they tend to indicate the utility of the approach,
suggesting the value of further research in other areas
of psychological education utilizing the B-P-E analysis.
The basis for B-P-E analysis can be diagrammed
as follows:
PersonBehavior
Stage-appropriate
goals to facili-
tate psychologi-
cal growth
Environment
Stage-appropriate
design of psycho-
logical education
interventions
.
Structural devel-
opmental stages
Self-knowledge
development
Cognitive develop-
ment
Ego development
Moral development
B-P-E analysis of this type would require research to
establish the relationship and inter-connections between
the various developmental theories to determine how
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growth occurs: When a person is at one stage according
to a particular theory, will he/she necessarily be
at a corresponding stage according to another theory?
How does development actually occur? Does cognitive
development precede moral development? Does moral
development precede self-knowledge development? How
does ego development depend upon other types of develop-
ment? What are the implications for different types
of patterns of development for design of psychological
education programs? Once a complete framework is estab-
lished for developmental growth, it will be possible to
define and test the implications of the framework
for psychological education programs.
Simultaneously to completing research regarding
the relationship between various structural develop-
mental theories, research might also be performed
to determine implications of specific dvelopmental
theories for psychological education programs.
Self-knov/ledge theory, for example, might be
used to define psychological education goals ap-
propriate to each stage: at the elemental stage, the goal
may be to facilitate abilities to describe external
elements, including an increasingly v/ide range of quali-
ties and characteristics in one's descriptions; at the
situational stage, the goal may be to help individuals
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to describe more fully and completely internal states,
causal connections
, and reactions, consequences, or
causes of experiences; for individuals at the patterned
stage, psychological education programs may be designed
to increase their abilities to describe internal patterns
and reactions to them in increasingly sophisticated and
fs^sntiated ways; for individuals at the process
stage, goals might be formulated as helping people to
describe more clearly and elaborately active efforts
to change internal states.
Design criteria might then be established for
each stage regarding the kind of psychological education
interventions which might stimulate growth in ways
that would not require use of processes beyond the
capacity of the individual. Various approaches might
be categorized in terms of these criteria: for example,
activities to increase sensory awareness, behavior modi-
fication, and strategic family therapy may be compatible
V7ith the elemental stage because they require only
that the client be able to describe external elements.
Emotive and body oriented therapies such as bio-energetics,
gestalt, primal, or sensitivity training might be most
compatible with the situation stage because they focus
upon expressing feelings and gaining awareness of body
states: T-groups, transactional analysis, Adlerian
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therapy, and techniques to discover patterns may fit
most appropriately with the patterned stage; psychosyn-
thesis, meditative techniques, and training in altered
states of consciousness might fit the process stage.
In addition to categorizing various overall
^PP^os-ches
,
effort might also be focused on identifying
specific strategies used in each approach that are appro-
priate to various stages. For example, although ges-
talt therapy may be most compatible with the situ-
ational stage, specific strategies may be used at
other stages: reporting present awareness may be
effective with people at the elemental stage; making
connections between body states and everyday behaviors
may require patterned skills; some experiments in
gestalt may v;ork only with process individuals.
This type of analysis may help researchers to identify
how various approaches could be used in different
ways with people at different stages; it might also
lead to development of new strategies or modifications
in old ones so as to create a better match with people
at a particular stage. For example, in gestalt therapy,
descriptions of present awareness or experiments might
be performed with differing focus by persons at dif-
ferent stages: at the elemental stage, here-and-now
av;areness or experiments would be limited to external
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elements; at the situational, they might include
description of feelings; at the process stage, they
might also involve transformations of internal states.
Research regarding use of self-knowledge theory
in designing psychological education interventions
could be performed in a variety of ways using B-P-E
analysis
:
Behavior Person Environment
Psychological Self-know- (1) Specification of goals
grov;th ledge devel- based upon characteristics
opment
:
Elemental
Situational
Patterned
Process
of stages.
(2) Differentiation of over-
all approaches
(3) Differentiation of
specific strategies
(4) .Modification of strate-
gies/adaptation of ap-
proaches to fit stage
characteristics
Similar types of approaches could be used in applying
the other structural developmental theories to psycho-
logical education interventions. Theories of ego.
development, cognitive development, or moral develop-
ment could be used to specify goals appropriate to
each stage and provide a basis for selection of activi-
ties. The theories could also be used to categorize
overall approaches most appropriate to characteristics
of each stage, to categorize specific strategies, and to
modify strategies and approaches so they might match
more closely with stages. In each case research is
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needed to verify the accuracy of the theoretical
analysis.
Summary
In this chapter, implications of the investigation
were discussed in terms of issues regarding human
relations training exercises and self-knowledge
theory as v;eli as psychological education and struc-
tural developmental theory.
Conclusions regarding the significance of the
study and the need for further research include the
following
:
(1) On the basis of this study, guidelines can
be established for design of human relations train-
ing exercises appropriate to the stage development of
participants. Further research is needed to validate
the utility and accuracy of these guidelines.
(2) This study provides empirical verification
of the construct validity of the self-knowledge theory,
helps to improve the simplicity of the ERT , demonstrates
the utility of the model, and clarifies how the context
may affect the use of stage-associated skills. This clari
fication may lead to modifications in design and scoring
procedures for the The conclusions indicate
some trends regarding possible modifications of
the
theory to be explored in further research.
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(3) The research design might be improved through
some revision of scoring procedures for the ERT.
Research design might also be improved through modi-
^^^^tion of the mirroring exercise or guestionaire
including the following: replication of the study
using a different structured exercise, using a revised
questionaire for the mirroring exercise, using a
more random sample population, and assessing other
variables related to success.
(4) Similar types of analysis might be performed
to generate guidelines for application of self-knowledge
theory as well as other structural developmental theories
to other types of psychological education. These
guidelines can be defined and tested through further
research
.
BIBLIOGRAPHY
Structural Developmental Theory
Cognitive Developmental Theory
Anthony, e.J. "The System Makers - Piaget and Freud."
British Journal of Medical Psychology 30
( December, 1957): 255-69.
Ariel, Abraham. "Piaget, Behavior Modification, and
the Adolescent with Learning Disabilities."
In Piagetian Theory and the Hel ping Professions
,
pp. 277-80. Edited by Gerald Lubin. Los Angeles:
University of Southern California Press, 1975.
Cowan, P.A. "Cognitive Egocentrism and Social Inter-
action in Children." American Psychologist 21
(August, 1966): 623.
Decarie, T.G. Intelligence and Affectivity in Early
Childhood . New York: International University
Press, 1965.
Dudek, S.Z. "A Longitudinal Study of Piagetian De-
velopmental Stages." Journal of Personality
Assessment 36 (July, 1972): 380-99.
Freeman, T., and M,cGhie, A. "The Relevance of Genetic
Psychology for the Psychopathology of Schizo-
phrenia." British Journal of Medical Psychology
30 (March, 1957): 176-87.
Furth, Hans. Piaget for Teachers . Englewood Cliffs,
New Jersey: Prentice-Hall, 1970.
Goldschmid, Marcel. "The Relation of Conservation to
Emotional and Environmental Aspects of Develop-
ment." Child Development 39 (June, 1968): 379-89
Goldstein, A.P. Psychotherapy and the Psychology of
Behavior Change . New York: J. Wiley & Sons, 1966
153
154
Lerner, S. "Concrete Operational Thinking in Mentally111 Adolescents." Merrill-Paliner Quarterly ofBehavior and Development I'S (March
,
1972 ) ; ?87-89
.
Mealica, Wallace. "Implications of Piaget's Theory
for Behavior Modification with Children." In
Piagetian Theory and the Helping Professions,
pp . 274-76. Edited by Gerald Lubin. Los Angeles:
University of Southern California Press, 1975.
Neale, John. "Egocentrism in Institutionalized and
Non-institutionalized Children." Child Develop-
ment 37 (February, 1966): 97-101. ~
Piaget, Jean. Six Psychological Studies . New York:
Random House
,
1967 .
“
Pimm, June B. ’’The Clinical Use of Piagetian Tasks
with Emotionally Disturbed Children." In
Piagetian Theory and the Helping Professions,
pp. 199-213. Edited by Gerald Lubin. Los Angeles:
University of Southern California Press, 1975.
W^einer, Melvin. The Cognitive Unconscious . New York:
International Psychological Press, 1975.
Wolff, P.H. "The Developmental Psychology of Jean
Piaget and Psychoanalysis." Psychological
Issues 2 (January, 1960) 3-123.
Ego Developmental Theory
Blasi, Augusto. "A Developmental Approach to Responsi-
bility Training. ' Ph.D. dissertation, VJashington
University, 1971.
. "Personal Responsibility and Ego Develop-
rnent . " In They Need Not Be Pawns: Toward Self -
Direction In the ClassrooiTu Edited by R. DeCharms
.
New York: Irvington Publishers, 1976.
Blasi, Augusto, and Hoeffel, E.C, "Adolescence and
Formal Operations," Human Development 17 (October,
1974): 344-63.
155
Breger, Louis. From Instinct to Identity
. Englewood
Cliffs, New Jersey: Prentice-Hall, 1974.
Buhler
,
P., et.al. "Developmental Psychology." In
Handbook of General Psychology
, p. 861. Edited
by Benjamin Wolma~n. Englewood Cliffs, New Jersey:
Prentice-Hall, 1973.
Grant, J.D., and Grant, M.Q. "A Group Dynamics Ap-
proach to the Treatment of Nonconformists in
the Navy." Annals of the American Academy of
Political and Social Science 322 (1959): 126-35.
Loevinger, Jane. Ego Development
. San Francisco:
Jossey-Bass, 1976.
Palmer, T.B. "The Youth Authority's Community Treat-
ment Project." Federal Probation 38 (January
1974) : 3-14
.
Warren, M.Q. "The Case for Differential Treatment
of Delinquents." Annals of the American Academy
of Political and Social Science 381 (1969): 47-59.
. "Intervention with Juvenile Delinquents."
In Pursuing Justice for the Child
,
pp. 176-204.
Edited by M. Rosenheim. Chicago: University of
Chicago Press, 1976.
Mo r
a
l Developmental Theory
Aubrey, Roger. "Issues and Criteria in Developing
Psychological Education Programs for Elementary
Schools." Counselor Education and Supervision
14 (June, 1975): 268-77.
Blatt, Moshe, and Kohlberg, Lawrence. "The Effects
of Classroom Moral Discussion Upon Children's
Levels of Moral Development. In Moralization
:
The Cognitive Developmental Approach , pp. 84-
97~ Edited by Lawrence Kohlberg and Edv/ard
Turiel. New York: Holt, Rinehart, and Winston,
1974 .
156
Blocher, D.H. Developmental Counselino. vor-v
.
Ronald Press, 1966
.
Hickey, J. "Designing and Improving a Correctional
Program Based on Moral Developmental Theory."
Iri Moralization : The Cognitive Developmental
f PP • 134-56 . Edited by Lawrence
Kohlberg and Edward Turiel. New York: Holt,
Rinehart and Winston, 1974.
Kehas, C.D. "Education and Personality Development."
Iri Introduction to Guidance: Selected Readings
,
pp. 59-61. Edited by E. Shertzer and S.C. Stone.
Boston: Houghton-Mif flin
,
1976.
Kell, Bill, and Burow, Josephine. Developmental
Counseling and Therapy
. New York: Houghton-
Mifflin, 1970.
Kohlberg, Lawrence. The Development of Children's
Orientations Towards a Moral Order." Vita
Humana 6 (January, 1963): 11-13.
.
"A Cognitive Developmental Analysis of
Children's Sex-Role Concepts and Attitudes."
In The Development of Sex Differences
, pp. 145-
198. Edited by E. MacCoby. Stanford, California:
Stanford University Press, 1966.
.
’’Stage and Sequence: The Cognitive Develop-
mental Approach to Socialization." In Handbook
of Socialization Theory and Research
, pp. 23-
185. Edited by D.A. Goslin. Chicago: Rand McNally,
1969.
.
"From Is to Ought: How to Commit the
Naturalistic Fallacy and Get Away with It
in the Study of Moral Development." In Cogni -
t ive Development and Epistemology
,
pp. 89-156.
Edited by T. Mischel. New York: Academic Press,
1971.
. "Counseling and Counselor Education - a
Developmental Approach." Counselor Education
and Supervision 14 (June, 1975): 250-57.
157
Little, v;., and Chapman, A.L,
in the Secondary School
.
1955.
Developmental GuidanrP
New York: McGraw-Hill,
Mathewson, R.h. Guidance Policy and Practice.
York: Harper & Row, 1962.
New
Mosher, R.L.
,
and Sprinthal, Norman.
Education in Secondary Schools.
Psychologist 25 (October, 1970)
"Psychological
" American
: 911-24.
Rest, James, "Developmental Psychology as a Guideto Value Education." Review of Educational
Research 44 (Spring, 1974 ) : 241-59
.
Rustad, Ken. "Promoting Psychological Growth in aHigh School Class." Counselor Education and
Supervision 14 ( June7~T975 ) : 277-85.
Self-Knowledge Development al Theory
Alschuler, A1 . "The Origins and Nature of Psycholo-
gical Education." Educational Opportunity Forum
1 (Fall, 1969): S-TT.
Alschuler, A1 ; Weinstein, Gerald; Evans, Judith; and
Tamashiro, Roy. Self-Knov/ledge Development: A
Measurement Manual . Amherst, Massachusetts:
University of Massachusetts, 1975.
Alschuler, A1 ; Evans, Judith; Tamashiro, Roy; and
Weinstein, Gerald. Self-Knowledge Education
Project; Final Report . Amherst
,
Massachusetts
;
University of Massachusetts, 1977.
Phillips, Kathy. Self-Know^ledge Alcohol and Drug
Abuse Prevention Curriculum. . Augusta, Maine;
Division of Human Development and Guidance
Resources - State of Maine, 1977.
Weinstein, Gerald. "Working Paper on the Definition
of Psychological Education." Amherst, Massachu-
setts: University of Massachusetts, 1977.
(Unpublished)
158
Human RGlations Training Ex6rcis6s
Argyris, Chris. "On the Future of Laboratory Educa-
d'ournal of Applied Behavioral Science
3 (February, 1967): 153-83.
• Intervention Theory and Method . Reading,
Massachusetts: Addison Wesley, 1970
.
Bach, George. Intensive Group Psychotherapy. New
York: Ronald Press, 1954.
Bednar, R.L., et.al. "Responsibility and Structure."
Journal of Counseling Psycholocv 21 (Januarv.
1974) : 31-37 . ^
Benne
,
Ken, et.al. The Laboratory Method of Changing
and Learning . Palo Alto, California: Science
and Behavior Books, 1975.
Eisenstadt, Jeanne. "An Investigation of Factors
Which Influence Response to Laboratory
Training." Journal of Applied Behavioral
Science 3 (April, 1967): 575-78.
Erskine, L.G. "The Effects of Consciousness Raising
Groups." Ph.D. dissertation. University of
Iowa, 1974.
Evans, Karen, et.al. Decisions are Possible . Universi-
ty Park, Pennsylvania: Pennsylvania State Uni-
versity, 1976.
Fagan, J.
,
et.al. Gestalt Therapy Now . New York:
Harper & Row, 1971
Hunt, David, and Sullivan, Edmund. Between Psychology
and Education . Hinsdale, Illinois: Dryden
Press, 1974.
Jensen, Dennis. "The Effects of Structured Exercises
in Sensitivity and Training Groups." Ph.D.
dissertation, Illinois Institute of Technology,
1974 .
Jones, John E., and Pfeiffer, J. William. Annual
Handbook for Group Facilitators . La Jolla,
California : University Associates, 1975.
159
Kurtz, Robert. "Structured Experiences in Groups."
1^ Annuel Handbook for Group Facilitators, pp.167-72. Edited by John E. Jones and William
• Pfeiffer. La Jolla, California: University
Associates, 1975.
Levin, E.M. "The Effects of Structured and Mon-
Structured Small Group Experiences." Ph.D.
dissertation. University of Iowa, 1973.
Levin, E.M., and Kurtz, Robert. "Participants
Perceptions Following Structured and Non-
Structured Human Relations Training." Journal
of Counselinc Psychology 21 (June/l974):
34-45. ~
Lewis, Harold, and Streitfeld, Harold. Grov/th
Games . New York: Harcourt Brace, 1970.
Lieberman, Morton, et.al. Encounter Groups: First
Facts . New York: Basic Books, 1973, pp. 408-22.
Lieberman, Morton, "Joy Less Facts." Journal of
Humanistic Psychology 15 (Spring, 1975): 49-54.
Middleman, T., and Goldberg, Gale. "The Concept of
Structure in Experiential Learning." In
Annual Handbook for Group Facilitators, pp. 203-
210. Edited by J. VTilliam Pfeiffer and John
E. Jones. Iowa City, Iowa: University Associates,
1972 .
Otto, Herbert A. Group Methods to Actualize Human
Potential . Beverly Hills, California: Holistic
Press, 1970.
Pfeiffer, J. William, and Jones, John E. Annual
Handbook for Group Facilitators . Iowa City,
Iowa: University Associates, 1972.
. Annual Handbook for Group Facilitators.
Iowa City, Iowa: University Associates, 1973.
Pinkney, J.W. "A Comparisom of Structured and Non-
Structured Groups and Individual Vocational
Counseling." Ph.D. dissertation. University
of Iowa
,
1973.
160
Rabin, H.H. "Preparing Patients for Group Psycho-therapy." International Journal of Group
Psychotherapy 20 (Spring. 1970);
Rogers, Carl. Carl Rogers on Encounter Groups. New
York: Harper & Row, 1970 . ’ ^
Schmuck, Richard, and Miles, Matthew. Organizationa l
Development in Schools
. Palo Alto, California:
National Press Books, 1971.
Schmuck, Richard, et.al. Handbook of Organizational
Development in Schools . Eugene
,
Oregon: National
Press Books, 1972.
Schmuck, Richard, and Schmuck, Patricia. A Humanistic
Psychology of Education . Palo Alto, California:
National Press Books, 1974.
Schutz, William C. Joy. New York: Grove Press, 1967.
.
"Not Encounter and Certainly Not Facts."
Journal of Humanistic Psycholoav 15 (Sprina,
1975): 7-18. "
Thayer, Louis. Affective Education . La Jolla, Cali-
fornia: University Associates, 1976.
Appendix A
The Experience Recall Test
Instructions for administration
Questionaire
Summary of coding and scoring rules
Coding summary form
Sample protocols
161
162
Instructions for Administration of
Experience Recall Test
The .Lollowing instructions are to be read aloud toindividual or in a group setting. The numbers inindicate the number of seconds the reader
should wait before reading the next sentence. The
written answer sheets should be handed out beforethe instructions are given.
an
Instructions
;
We are involved in a project which is trying
to find out how different people know about them-
selves. There are two parts to this exercise. First,
I will have you close your eyes and help you remem-
ber an important experience in your life. Then, I'll
ask you to open your eyes and answer some questions.
The questions you have in front of you are the only
ones V7e w’ant you to answer. Read them over so you'll
know what they are, and so you understand them. Your
answers will be kept in strict confidence; no one
except the project staff will see your responses with
your birthdate on it. Are there any questions before
we begin.
^
For the first part of this exercise, it is best
if you get in a comfortable and relaxed position in
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your soat. Go ahoad and get as comfortable as you can.
Okay? Close your eyes, take a fev; deep breaths, and
relax
.
I am going to ask you to think back and remem-
ber your life and your experiences. I’ll ask you to
remember what you did and remember the things that
happened to you. VJe'll start with yesterday and we'll
go back as far as you can recall. As I ask you to
think about different times in your life, sometimes
you will remember things while other times you might
not. Don't worry if you can't think of anything; just
relax and wait for the next instruction. (2)
First, see if you can remember anything important
about yourself yesterday (12), last month (10), last
year (10) three years ago (10) , v/hen you were of
high school age (10)
,
when you were of junior high
school age (10), when you were of elementary school
age (10) , when you were a young child (10)
.
I want you to find an experience or an event in
your life that stands out in your mind, an experience
that is somehow important to you. It might be some-
thing you will always remember, something you won't
ever forget (10) . There might be several of these
experiences you can think of , but pick one that you d
like to think about some more. (20)
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Now, I want you to remember that experience as
much as you can. First, picture the place where you
were. What did it look like, and who was there. (10)
Can you picture what you looked like? (10) Now,
see if you can remember exactly what happened. What
did you do and say? (10) What did other people do
and say? (10) See if you can remember any of your
thoughts, or what you were saying to yourself. (10)
What were you feeling then? (10) What do you imagine
other people were feeling and thinking? (10) Think
a little bit about what led up to this experience.
(10) And v/hat happened as a result of this exoerience.
( 10 )
Go ahead and finish the scene/event in your mind.
Take your time (3) and when you are ready, at your own
pace, open your eyes.
The next part is the written section. Take as
much time as you need to answer all of the questions.
If you need more space, you may write on the backs of
the pages.
Answer the questions on the answer sheet as they
pertain to what you were just thinking about. You'll
have twenty minutes to do this. Don't worry if you can't
finish. Just answer as many as you have time for.
Spelling and grammar are not important.
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Unforgettable Experience Recall
Birthdate (Month/Day/Year
) S
Education (Years) Occupation
A. Describe as fully as you can and in as much detailthe experience you remembered. (Please include whatled up to this experience, what your thouohts andfeelings were, and what the results of this experience
were
. )
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B. How was the experience important or special to
you then?
C. Hov; is the experience important or special to
you now?
D. From the experience you just remembered, please
describe some things you know about yourself now.
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E. How could knowing this about yourself be usefulto you? Specifically, how can it help you get whatyou want or avoid what you don
' t want?
F. Do you have any comments about what it was like
answering these questions?
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Sununary of Rules for Coding and Scoring
^ IDENTIFY THE CODING UNITS IN THE PROTOrnr
DO NOT CODE PART YT
A. Find all "I-referent" statements, i.e., sen-tences or phrases containing at least one
of the following personal pronouns in referenceto the person taking the test: I, me my, myself,
we, our, us. Statements containing, you, it
everyone, do not qualify.
B. Mark the coding units at its beginning and end.
All simple sentences, with or without com-
pound parts (i.e., compound subjects and/
or predicates) should be coded as a single
unit
.
2. Compound sentences connected by "and",
"or" and "nor" should be separated into
their independent/main clauses with each
clause coded as a separate unit.
3. Independent (main ) clauses connected by
such words as "as", "because", "but",
"despite", "although", "and so", "thus",
"since", "when"
,
"whenever"
,
and "if...
then", are coded as one unit.
4. Complex sentences (sentences having one
independent/main clause and one or more
subordinate clauses) constitute one coding
unit
5. Sentence fragments should be coded as
one unit.
6. Reports of thought content (e.g. "I re-
member that...", "I thought that...")
or verbal content (e.g. "My mother said...
or "I told him...") are scored as one unit
when it involves only one independent
clause. Those with more than one main
clause are treated according to the
appropriate prior rules.
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Step 2 CLASSIFY EACH CODING UNIT ACroRnTwr: m«p
HIGHER STAGE CRITERiA~lTl^^FTPn
contain
xternal elements of an experience, (2) thatare ;3uxtaposed, not causally connected, (3)nor are tney referred to as a single coherent
event.
1. External elements are
(a) Observable characteristics (per-
sons, places, objects, activities,
etc
. )
(b) Overt behaviors
(c) Vital statistics (race, age, place
of residence, title, status, etc.)
(d) Simple thoughts (I think, I believe,
I expect, I wonder, etc.)
(e) Elemental feelings (only these
words* like, hope, want, happy, sad)
(f) Reports of communication (i.e.,
quotes)
(g) Modifiers (words used to put an
observable characteristic on an
implicit continuum)
2. Juxtaposed elements are brief, contiguous
or sequenced segments of an experience
but do not involve an explicit causal
connection between them.
3. Unnamed whole situation means that no
where in the unit is there a summary
reference to the whole event or experience.
B. Situational self-knowledge units contain
either (1) internal elements or (2) causal
connections among elements or (3) references
to a set of elements as a whole, single
situation
.
1. Internal elements refer inside the
individual and within the specific
recalled situation.
(a) Internal affects (excited, guilt,
ill at ease, embarrassed, etc.)
(b) Cliched affects ("heavy, out of
sight, deal with, face up to, etc.)
(c) Situations (bodily reactions such
as nervous, calm, steady, trembly,
numb
,
etc
.
)
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(d) Complex thoughts that refer to a
mixture of thought and affect
(e.g., hazy, confused, worried)
2. Causal connections that explicitly state
or imply causality (e.g., because, but,
although, since, so, therefore).
Rsfsrence to the situation as a single
experience by:
(a) Summarizing the event with a title.
(b) Describing a reaction to the whole
event
.
(c) Nam.ing the causes or conseauences
of the v7hole event.
Internal pattern self-knowledge units contain
^^th (1) descriptions of stable internal re-
sponses (2) either in reaction to a class of
situations or that results in a class of
situations
.
1. Stable internal responses are internal
(in the sense described previously un-
der the situational stage) and stable
in the sense that it is a trait or char-
acteristic response to a number of situ-
ations over a period of time.
2. A class of situations is a set of events
all of which have a common set of charac-
teristics. The characteristics may be ex-
ternal or non-visible. The class of situ-
ations may cause or be caused by the sta-
ble internal responses. It may be a stable
relationship. Sometimes a class of situa-
tions is implicitly defined (e.g., "I get
embarassed easily.").
3. Units not coded (NC) . When a unit does not
satisfy the criteria for any stage it is
coded NC
.
(a) External responses to a class of
situations
.
(b) Instances where it is unclear whe-
ther or not the response is to more
than the recalled experience.
(c) No explicit internal response
named and connected to the class
of situations.
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(d) Instances in which it is unclear
whether the response is internal.
(s) References to global undif forenti—
ated internal patterns.
(f) Units that are so fragmentary andincomplete that they cannot be
be coded are marked UNC.
process stage must describeboth (1) actions taken to control, influence
modify, or develop (2) their internal states!
1. Actions are explicitly stated, conscious
attempts to control one's inner life.
These actions may be overt, observable
actions or inner non-visible actions. They
must be active attempts rather than
passive awareness.
2. Internal states may be patterns or situ-
ation specific responses.
Step 3 SCORE THE CODED PROTOCOL (Note: There must be
at least 10 coded units in the protocol to de-
rive a score)
.
A. Self-knowledge stage profile score.
1. Count the total number of coded units
at each stage (stage raw scores) . DO
NOT INCLUDE NC OR UNC IN THIS TOTAL.
2. Divide each stage raw score by the total
number of units in the protocol and mul-
tiply each of these fractions by 100
(stage percentage scores).
3. Express these four stage percentage scores
on a bar graph.
B. Self-knowledge stage summary score.
1. Same as steps 1 and 2 in Step 3A above.
2. Multiply the elemental stage percentage
score by 1, the situational score by 2,
the patterned score by 4 , and the process
score by 8
.
3. Obtain the total of these scores.
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EXPERIENCE RECALL TEST CODING SUMMARY SHEET
Subject's name or # Coder Date
CODING UNIT
First word Last word
STAGE ASSIGNMENT
NC/UNC E S Pa Pr
1.
2.
3.
4.
5.
6.
7 .
8.
9. 1
10.
11.
12.
13.
14 .
15.
16.
17 .
I
18.
I
19. 1
20.
21.
22 . j
i
23.
1
Staqe Raw Score:s
Staqe Percentaqes
Weighted Scores
Summary Score
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Sample Protocol - Elemental Stage
Protocol #031469
A. I was going to New York to visit my grandmother
^ train. When we arrived my mom was carring the
suitcase. And the train from the sidwalk was about
2 feet away from each other. I fell in the middle,
the train started to move. My mom yelled to the
driver. The train stopped. I was black when I came
out. Then we whent to my grandmothers house. The
End
.
B. I don '
t
get it
.
C. I don't get it
D. I don ' get it
E. I don ' get it.
F. Yes. I like writing storyies.
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Sample Protocol - Situational Stage
Protocol #090963
A. It was on my May AMC trip, the day before we leftthere was an announcement on the morning about the 9thgrade form^al. l knew everyone was thinkina about it onthe trip so everyone was a lot friendlyer^ Me and two
of my friends started talking about who we would ask tothe dance. They each had about five kids to decide on.
But I only had one. the week we got back I started talk-ing to her more and just getting to know her, finally on
thursday, me and 3 friends were riding down the street
to a kids house, and I was asking them if I should callher up. But I didnt. So after about an hour of so called
friendly persuassion, I called her up I was scared
shitless. Her brother answereds. She wasn't home, oh
yeah also they're two other kids in the room with me
that knew her brother. So they talked to him and he said
to call every half hour because she was at a soccer
game, and he would always answer the phone, so the famly
wouldn't get involved. So after about 4 phone calls, she
answered. Here is what I said. "Hello is" there"
"yes this is her." "Hello this is
. l
called you up earlyer but your brother said you had a
soccer game. Yeah I did. Well anyhow I wanted to knov;
if you would go to the formal with me. She said "yes
I would love to, that would be nice. So I ended the
conversation and quickly called up my best friend to
tell him the good news, well after that I went to the
formal with her and I got to know her beter and Im
now about to ask her out that was my most unforget-
table experience.
B. -
C. -
D. -
E. -
F.
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Sample Protocol - Patterned Stage
Protocol #061355
A. I remembered many situations. The one that stuckmost in my mind was one that occurred 2 1/2 years aqo.
u took place in the fall - the beginning of another
school year. That previous summer had been spent work-ing and playing hard. It v/as a summer to be envied -
I wish I could live it again. After working hard, Ipartied hard: weekends and days off spent at the beach.
I lost 20+ pounds, tanned gloriously and felt and looked
rabulous. I returned to school, somewhat oblivious of
rhe changes that had occurred, (physically and emotion-
ally) The first day back - I had arranged to go out
with my recently (pre-summer) boyfriend. I was stand-ing in the hall of the dorm, making a call on the hall
phone - when the elevator opened and he was there. He
looked at me, prepared to speak - and proceeded to walk
by me. 2 feet later, he stopped, turned, and stared.
He stated that he had almost asked me if I knew where
my rcpom was, not realizing that it was me. I laughed,
but inside I smiled. I realized he had not recognized
the changes in me, and his implications were good. But
it wasn't til he said "You look good" - did I really
believe that yes, maybe I did look good. It was a nice
feeling. Later others responded the same way - and my
self image grew. My boyfriend and I are still together -
some 2 1/2 years later. He said that night changed him
- he learned to view me in a new light. And I changed
too. My confidence grew, my self-image grew, and I
felt better as a person. Because I felt my best, I
felt I could do the best, and I deserved the best.
B. At the time — it was an ego trip. Flattery was
nice, and it made me think back to how I must have
appeared before. As my confidence grew - I felt better
about everything. It was important for me to realize
that actually, there were fev; times before that I
could actually say that I felt good about myself and
how I appeared to others.
C. Now - I still realize the value of that experience.
I have learned that it is important to feel good about
oneself: I try to live up to that everyday. I do slip,
but I am aware.
D. I now know that I always function at my best (emor
tionally, physically, intellectually) when I feel I ^
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Protocol #061355 (Continued)
at my best. Especially physically. I -know now that itIS vain to think good about yourself, or your
appearances to others - it is necessary.
E. It's useful to know at all times. Now - I know I
am slipping, but I havent the time to think about it.But it has not stopped my awareness. Especially now -
when it is most imp. for me to be an effective person,dealing with people, I must think about first impres-'
sions. And - it is imp. that I feel confident and good
about myself - not just my appearance, but my thoughts,
emotions, decisions, and behaviors. I have a right to
my being. I am just as good as anyone else, and I de-
serve to be recognized (not ignored completely)
F. Actually - these questions were good. An interest-
ing experience. These questions really made me probe
into my mind, examine my feelings, etc. Perhaps I
should practice this by myself, maybe I could learn
even more about myself. This uncovered no nev? know-
ledge - but it did uncover what had become mis-
placed in the shuffle.
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Sample Protocol - Process Stage
Protocol #041028
A. I was recuperating at the hospital in my private
room from 2 operations (heart surgery) 10-12 days be-
fore. I had been up walking, active and recovering
well. Wearing a robe, I began by 12-1 o'clock to feel
a pain in my chest and some distress in breathing. My
daughter was there. I lay down on the bed and began to
use the oxygen from the wall without too much question.
I told her I did not feel well and called the nurse.
Soon the nurse was taking my blood pressure. I ignored
my daughter and began to think only of my distress.
My wife came in and I explained how I felt pain, could
not breathe well and felt sick. She remained with me
as the staff began to arrive and examine me. She was
upset but stayed asking questions. She refused to
leave. My daughter did.
I was objective as I often get in crises and, while
hoping for someone to take over and do something,
realized that no one knew what was going on with me.
The Dr. was called and did not come. Despite her
anxiety and calls to him, no one in authority came for
5-6 hours though I was soon on an IV and aware I was
in trouble. I wanted to fall asleep and gave in and
dared not for noone was or would be in charge. I re-
member thinking it was like being buried with snow.
"Don't go to sleep." I told myself. I held on. The
Dr. came and still they examined me -- an electro-
cardiagram X-rays. Still no decisions. More people
around me. My wife more concerned. I faded in and
out, holding on - finally they decided to take me to
the O.R. onto a wheeled bed, the IV in my arm, off
on a fast clip. The bottle fell on my head. Thank
God! they were doing something. Still alert, still
holding on - we came to the OR. The lights overhead
in my eyes, the surgeon there. I greeted him relaxed,
let go. passed out!
The heart surgery this time removed the clot around
my heart. After my BP went to 40 and I almost passed
out. Again I recuperated.
Ignoring the almost death, I pushed to be active again.
Again, as always in crises, I was focussed, clear, cool,
actively moving towards the clear goal. This time to be
alive, well, and out of the hospital.
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Protocol #041028 (Continued)
The fear, the anxiety was all hidden till later;the effect of my self-centered survival behavior
on my family obfuscated till later; the recognition
of my almost dying was there but not in full display.
It was typical, but extreme. My anger came later
towards the Dr. who came late.
There was more and is more to the story. It is almost
1 year since it happened. I am alive. A second time,
I have focussed much more on what I want for me now.
Each day is one more than I had the right to believe
I would live. I treasure my wife and her guts, her
loyalty, her strength. I learned something about
her and me. I am easier, softer now. I appreciate her
toughness
.
B. It was a brush with death.
C. It was the moment of rebirth, the second chance.
It taught me about my style (and others) of survival,
and made it possible for me to be more aware of my
style and my life space.
D. I am tough, when in crises. I can be self-centered
V7hen in crises though others share the crisis so I
actively reach out to them now. So I and they are not
alone. Somethings are more important than others. Not
to be alone or leave others alone is an active process.
Not to be taken lightly or without energy expenditure.
E. I am more active in connecting and defining my needs
as well as hearing others. I am less inclined to be
automatic though I still am. I still have to work
against the old patterns.
F. Thank you for the chance to rethink and re-experi-
ence this.
Appendix B
The I^lirrorinq Questionaire
Panel of experts
' assessments of stage-appropriate
processing questions
instructions for administration of mirroring exercise.
Questionaire
Procedures for coding and scoring responses
Scoring summary form
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Panel- of Experts' Assessments of Stage-Appropri^'t-P
Processing Questions
The following represent a compilation ofquestions developed by a graduate seminar
at the University of Massachusetts to be
used in processing the mirroring exercise.
Numbers in ( ) indicate the number of per-
sons selecting that question.
ELEMENTAL QUESTIONS
Regarding decision making;
Who led the first round?
What did you and your partner say or do that
let you both know who was leader?
Hov7 did you and your partner decide who would
be the leader and follower during the first
round?
What happened when you were asked to decide
who V70uld be the leader?
Regarding leadership role;
What are some of the things you did as leader?
Were your movements as leader mostly little
or mostly big?
What did you do when you were leader? (3)
What did you say to yourself when you were
leader?
Who was leader first? Who was leader second?
What did you like about being leader?
What V7ere some of the movements you made when
you were leading?
Did you enjoy leading?
Would you say your leading was fast or slow?
What hand movements did you choose as leader?
Were you leader first or second?
Were you smiling when you were leader?
Did you like being leader?
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Regarding follower role;
Was it hard or easy to follovz?
What did you do when you were follower? (3)
What did you say to yourself when you werethe follower?
What did you like about being follower?
In the role of follower, were you able to keep
up with the leader? Was it too fast? too slow?
you smiling when you were follower?
Did you like being follower?
Regarding ambiguous situation:
Hov; did you know who was leader in the last
part?
Who was the leader during the last part? What
did you do? What did you want?
What happened when no one was told to be leader? (2)
How did the leadership seem to change during the
undirected round?
In the third part, was the same person the
leader the whole time?
In the third mirroring, did you lead 1/2
of the time? How much of the time did you
lead? Did you want to lead more?
Who did most of the leading in the third part?
Regarding physical characteristics:
What parts of your bodies did you use in the
exercise?
Who was your partner?
Did you move fast or slow?
What kind of movement did you use in each role?
Did you move parts of your body other than
your hands?
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Regarding valuation of the experience;
What did you like best to be: leader or follower?
Did anything happen that made you sad?
Did anything happen that made you happy?
Which round did you like the best?
Which one of the three roles did you feelhappiest with?
Which one of them would you like to do again?
.which one (s) of them would you not like todo again?
VJhich did you like better: being leader or
or follower?
What did you like about switching roles?
What did you think about the exercise?
Which part did you like the best? Why?
SITUATIONAL QUESTIONS
Regarding decision making;
What feelings did you have when the facilitator
asked one of you to become the leader?
Were there any reasons you can think of why you
became the leader or follower during the first
round?
Regarding leadership role:
How did you feel as leader?
What kinds of internal feelings did you have
about being leader?
How did you feel about being the leader?
How did you feel when you were a leader?
What were some of the feelings you had as
leader?
How did you feel when you were the leader?
When you were leader, how did that make you
feel?
How did you feel when the follower did just
what you did? How did you feel when the
follower didn't?
Did you feel embarassed leading?
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What kinds of body reactions did you have tobeing leader?
V’hat were the causes for you being a leader?
What were the consequences of your being leader?
What caused you to have the feelings you did
as leader?
How did what your partner did affect you?
Did your partner do what you did when you were
the leader?
How do you think your partner felt?
Did you feel like your partner liked following
you?
What did you feel like if your partner didn't
follow you?
Do you remember saying anythira to yourself when
you were leader?
What happened because you were leader? How
did this feel?
Think of a situation removed from this one in
which you see yourself as in a leadership role.
How do you act in that situation?
How did you feel as leader? Did your partner do
anythingto make you feel that way? Did you do
anything to make you feel that way?
Think of other situations in which you are a
leader. Do you act similarly or differently?
Do you feel similarly or differently. Please
explain in detail.
Regarding follower role:
V7hat were some of the feelings you had as
follower?
When your partner was leader, how did that
make you feel?
How did you feel when you were the follower? (2)
How did you feel as follower?
What kinds of internal feelings did you have
about being follower?
How did you feel about being the follower?
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How did you feel when the leader moved quickly’Was It hard to keep up? ^
Did you feel embarassed following?
How did you think your partner felt?
How did what your partner did affect you?
What kinds of body reaction did you have tobeing follower?
What were the causes for you being a follower?
What caused the feelings you had?
How did you feel when you were the follower?
Did your partner do anything to make you feel
that way? Did you do anything to make you feel
that way?
What happened because your partner was leader?
How did this feel?
Do you remember saying anything to yourself
about what vjas happening when you were follower?
What other situations have you been in where
you were follower? How did you feel in these
situations?
How do you act and feel in some situation in
which you are treated and role defined as a
a follower or as a dependent upon others for
guidance, decision-making, etc.
Compare this situation in which you were a
follower to other situations in which you were
a follower? How did you act or feel similarly
or differently?
Regarding ambiguous situation:
How did you feel when no leader was specified?
How did you feel 'in the ambiguous situation?
V7hat kinds of internal feelings did you have
about not having it specified who vjas leader?
How did you feel when you were in the ambiguous
role?
What were some of the feelings you had when
you weren't sure who v;as leader?
How did you feel during the last part of the
exercise?
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Did your partner do anything to make you feelthat way?
Did you do anything to make you feel that way?
What caused the feelings?
What kinds of body reactions did you have to the
exercise when it was undefined who was leader?
How did what your partner did affect you?
How easy was it to pass the leadership back and
forth in the third part?
During the third part, were you comfortable with
the amount of leading you did? Did you want to
lead more? What prevented you? How would you
characterize your interactions with your partner
during the third part? Was it competitive, cooper-
ative, etc? Did you want more or less responsi-
bility, control, or power than you were taking?
Did you have any trouble deciding who was leading
in the last part?
Do you remember saying anything to yourself about
what was happening in the third part?
What caused the leadership to change hands in
the third part?
What happened because no one was assigned as
the leader? How did this feel?
V7hat other situations have you been in where
the leadership role was ambiguous? How did you
feel in those situations? In what ways are they
similar or different to this situation?
Consider a situation, a recent one, in which you
are with one or more peers and leadership roles
haven't been defined clearly. Choose a situation
in which decisions need to be made. How did you
act in such a situation? How much responsibility
did you assume? Did you take a back seat? or did
you act aggressively in making your input known?
Explain why, if possible.
How did you feel about giving up your power and
assuming power in the undirected round?
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R0ga.irdin^ valustion of th6 ©xorcis©
:
Did you ©njoy th© ©x©rcis© with your partnor'^
Why?
What was your r©action to th© whol© ©v©nt?
What kinds of int©rnal f©©lings did you hav©
about th© ©x©rcis©?
Was th©r© anything that caus©d som©thing ©Is©
in your r©spons©s or awar©n©ss?
Was it mor© fun to b© l©ad©r or follow©r?
Compar© ©ach of th© thr©© ©xp©ri©nc©s. How w©r©
th©y diff©r©nt? Which did you lik© th© b©st? Why?
How int©r©sting was th© whol© ©xp©ri©nc© to you?
Which part was th© most comfortabl© for you?
INTERNAL PATTERNED QUESTIONS
R©garding d©cision making:
Is your choic© to b© a l©ad©r/follow©r during th©
first round charact©ristic of yours©lf in oth©r
situations?
R©garding l©ad©rship rol©;
How w©r© th© f©©lings that you had as a l©ad©r
typical of you? How w©r© th©y untypical?
Ar© you g©n©rally a l©ad©r? How do you know?
Do you r©m©mb©r any oth©r situations in which
you f©lt similarly about being a leader?
What patterns of responses can you identify in
your responses to leading?
Did you find that you had any feelings that
occurred repeatedly in response to being a leader?
What did you learn about your leadership style
that generalized to other situations involving
leadership?
How do you feel about yourself in a leadership
role?
How much responsibility do you assume in a group?
Was your response as leader typical of you in
similar situations?
Characterize yourself as a leader. Were you ag-
gressive, assertive, shy, responsive, playful?
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Think of yourself in other leader situationsHow was your responses in this exercise like
or not like you in other situations?
Regarding follower role:
How were the feelings that you had as a followertypical of you? How were they untypical?
Are you generally a follower? How do you know?
Do you remember any other situations in which
you felt this way about being a follower?
What patterns of response can you identify
in your responses to follov/ing?
Did you find that you had any feelings that
occurred repeatedly in response to being a
follower?
Was your response as a follower typical of
you in similar situations?
Did you recognize any feelings that you've had
as a follower that you've had before in similar
situations?
Characterize yourself as a follower. Were you
complying, rebellious, teasing, worried about
being successful?
Think of yourself in other following situations.
How was your response in this exercise like or
not like you in these situations?
Regarding ambiguous situations:
How’ do you react to ambiguity of leadership?
Think of yourself in other ambiguous situations.
How was your response in this exercise like
or unlike you in other situations?
In the ambiguous situation, did you think or
feel anything that was typical of you in similar
situations?
How much responsibility do you assume in a group
in which you don't have a defined role?
What patterns of responses can you identify in
vour responses to not having leadership defined?
Did you find that you had any feelings that
occurred repeatedly in response to not having
leadership defined?
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Were the responses you had in round three
of you in situations where no leader
is specified?
Was the v/ay in which you gave and took the
lead during the undirected round characteristic
of yourself in other situations?
Miscellaneous patterned questions:
Are you more of a leader or a follower?
What do you like/dislike about your patterns
of response?
What did your body feel like while you were
doing this exercise?
Did you notice a difference in your body stance,
breathing, etc., when you were a leader and
a follower?
Which one of the three roles matches your life
style? Why?
Can you relate your responses in this exercise
to your responses in leadership/follower situa-
tions in your school?
PROCESS QUESTIONS
Have any of the ways you felt or thought during
the exercise been problematic for you in other
situations? How have you attempted to deal
with that?
If you found yourself feeling a certain way
during the exercise, did you do anything to
yourself to try to change these feelinas and
thoughts? Have you done this for other situations?
Did you do anything to change the way you were
feeling during this exercise?
Have you changed your patterns of response
to being leader or follower? to situations in
which leadership is not clearly defined?
Were you aware of letting yourself try a new
response that is not typical of you in the leader/
follower situations?
Was there anytime in the exercise when you told
yourself to do or not do something?
Were vou conscious of trying to change or modify ^
any responses you usually have in similar situations?
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In what ways would it be possible for you to
change or modify the internal feelings that
you have about being a leader? about being a
follower? about having it undefined?
When you noticed inner feelings that you had
in relation to being a leader, what did you
do to change it? to being a follower? to having
it undefined?
Were you aware of trying to become the leader
when you were the follower or vice versa?
What did you learn from this experience, and
what changes or confirmations can you see in
your personality as a consequence of what you
learn?
In what ways did you influence your role as
leader, as follower in this exercise? How are
you able to define the leadership role and the
follower role in other situations?
Recalling the last part of the exercise, were
you able to experience flow from leadership to
fellowship? to neither leader or follower?
Are you able to experience each of these in
other situations?
What qualities in you allow or stimulate this
experience?
Did you try to change the way you felt as leader?
What did you do?
Did you try to change how you thought of yourself
as a leader? as a follower? What did you do?
190
Instructions for Administration of the
Mirroring Exercise
The following instructions are to be read aloud in
a group setting. The room should be large enough sothat dyads can work comfortably. If there is an odd
number of
_
participants
,
the leader can also complete
the exercise. The numbers in brackets indicate the
number of seconds the leader should wait before
reading the next sentence. The v;ritten answer sheets
should be handed out before the instructions are given.
Instructions:
We are conducting a research project to im-
prove the design of games and activities used to help
people learn about themselves and ways in which they
relate to others.
We will be asking you to participate in a game
known as mirroring and then to answer some questions
about the game. The game and the questionaire will
take approximately one-half hour. We hope that it will
be an enjoyable and educational experience.
The purpose of the game is to help you learn more
about how you act in the role of leader and follower.
Select a partner and find a place in the room at
least an arm's length away from other pairs. Face your
partner. Place your hand palms out and fingers up
about two inches from the other person. Now, decide who
will be leader, (pause) Beginning now, there should
be no talking. The leader may move his/her arms and
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hands while the partner follows as in a mirror image.
Now begin. (90) Now continue to mirror, but switch
roles. (90) Now continue mirroring without specify-
ing who will be leader or follower. Remember there
should be no talking. (90) You may stop now. Return to
your places and complete the questionaire
.
These questionaires are anonymous; you need not
write your name. However, please be sure to indicate
your birthdate in the space provided so that we can
match your answer sheet with the one from the other
exercise
.
There are t\'JO parts to the questionaire. In the
first part, please answer the questions as they per-
tain to the exercise you just completed. In the
second part, indicate your ratings of the questions
on a scale from one to four, one being a question
which is very interesting, helps you learn from the
exercise, and is clear, four being a question which
is boring, confusing, and does not help you learn
from the exercise.
Thank you very much for your help.
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QUESTIONAIRE FOR MIRRORING EXERCISE
BIRTHDATE (month/day/year
) SEX
PART I
:
Please answer the following questions as completely
as possible. Use the back of the paper if you need
more room.
A. What did you do when you were the leader?
B. Which part did you like the best? What did you like
about it? Which part did you like the least? What did
you dislike about it?
C. What were your feelings during the exercise?
D. What are some of the specific things that made
you react the way you did in this exercise?
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E. Describe anything you did to change ways you
were feeling and thinking during the exercise.
F. In what ways were your thoughts, feelings, or actions
in this exercise typical or untypical of how you
respond in other situations?
G. What do you like and/or dislike about your patterns
of response when you are a follower or a leader?
H. Describe anything you have tried to do to modify
your thoughts or feelings in order to change your
patterns
.
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PART II:
We are interested in determining which types of ques-
tions are most helpful to people such as yourself in
making sense of and learning from experiences such as
the mirroring exercise.
You can help us by rating each question according to
the following scale:
1 - VERY GOOD QUESTION: clear, helpful, necessary,
thought provoking, and/or interesting.
2 - FAIRLY GOOD QUESTION
3 - FAIRLY BAD QUESTION
4 - VERY BAD QUESTION: confusing, unhelpful,
unnecessary, irrelevant, and/or boring.
0 - NO OPINION
A. What did you do when you were the leader?
B. Which part did you like the best? What did
you like about it? V7hich part did you like
the least? What did you dislike about it?
C. What were your feelings during the exercise?
D. What are some of the specific things that made
you react the way you did in this exercise?
E. Describe anything you did to change ways you
were feeling and thinking during the exercise.
F. Describe anything you did to change ways you
were feeling and thinking during the exercise.
G. V'Jhat do you like and/or dislike about your
patterns of response when you are a follower or
a leader?
H. Describe anything you have tried to do to
modify your thoughts or feelings in order to
change your patterns.
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PROCEDURES FOR SCORING MIRRORING EXERCISE QUESTIONAIRE
coinplsting th© roirroring ©x©rcis©,fill out th© mirroring qu©stionair©
. The
contains eight questions. Each question
of self-knowledge processes appropriate
levels of development.
participants
questionaire
requires use
to different
To score the questionaire, use the Mirroring ExerciseScoring Form. Be sure to include the code number fromthe questionaire on the form.
2*^ore each question by marking a 1 in the appropriate
space if the question is answered successfully, a 0
if the question is not answered successfully. Criteria
for evaluating success are described below.
QUESTION A
This is an elemental question.
Score 1 if the person describes any physical movement,
action or activity. It is also scored as successful
if the person describes activities using processes of a
higher stage - identifying emotions, strategies, etc.
Examples of responses to be scored as successful:
"I moved my arms and legs."
"made faces."
"I tried to trick my partner."
"I moved slowly and then fast."
"I tried to be flowing.”
"I laughed a lot."
Score 0 if the question is left unanswered, if the per-
son responds, "I don't know," or if the response does
not fit the question in any way.
Examples of responses coded as unsuccessful:
Tf ^
fl
"I don't like this exercise."
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QUESTION B
This is an elemental question.
Score 1 if the person indicates which part was liked
best or least, or if the person indicates that there
was no preference, so long as a response was made to
the question. The person need not respond with reasons
or respond to all the questions so long as some response
is made. Reasons given may involve use of processes
at any stage.
Examples of questions scored as successful include:
"I liked leading because I controlled by partner."
"No real preference. All parts were fun."
"Disliked leading, liked following."
Score 0 if there is no response, if the response is
"I don't know," or if the response does not fit the
question in any way.
Examples of questions scored as unsuccessful include:
"I was the leader."
"What?"
QUESTION C
This is a situational question.
Score 1 if the person describes any internal affects,
cliched affects, bodily reactions, or complex thoughts
that refer to a mixture of thought and affect.
Examples of responses scored as successful:
"Enjoyed it."
"I felt calm."
"It was exciting."
" I felt foolish .
"
"I felt rapore with my partner."
"It was silly .
"
Score 0 if the person does not respond, answers
"I don't know," uses only one of the elemental
feeling v/ords (like, want, hope, happy, sad) describes
a simple thought, or describes only observable pheno-
mena .
197
Examples of responses scored as unsuccessful include*
"I liked it."
"I had a good time."
"It was fun .
"
"I wanted to stop."
QUESTION D
This is a situational question.
1 if the person explicitly or implicitly describes
a causal relationship. The person may explicitly identi-
fy a reaction and the cause of the reaction or the per-
son may only identify the cause if the reaction has been
indicated in a previous response.
Examples of responses scored as successful include:
"I felt stupid because I don't like physical
activity."
"Watching my partner." (In previous question,
the response was; "I laughed a lot.")
"My partner's movements made me laugh."
"I didn't like my partner." (Previous response
was "I felt tense.")
Score 0 if the person does not respond, if the response
is "I don't know", or if the person fails to describe
an explicit or implicit causal relationship.
Examples of responses scored as unsuccessful:
"I felt stupid." (Previous response was: "I
had fun . "
)
"I don't know."
QUESTION F
This is a patterned question.
Score 1 if the person describes a stable internal response
either in reaction to or that results in a class of situ-
ations. The class of situations may be implicitly defined.
However, there should be a clear internal response which
the person clearly views and describes as not limited to
this exercise but as characteristic in other situations.
These other situations need not be described.
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Examples of successful responses include the following:My reactions were typical in that I generally
bGttsr* wh0n I can be a follov/Gr. ”
’’I like leading."
"I hate ambiguous situations when roles are notdefined .
"
"Untypical in that I didn't mind being leader."
"Typical - I like physical activities."
Q if the person describes a pattern which does
not involve an internal response, if the response is
limited to describing specific reactions to the exer-
cise, if there is no response.
Examples of responses scored as unsuccessful include:
"I am usually a leader."
"I didn't like the exercise because I felt stupid."
"Nothing .
"
QUESTION G
This is a patterned question.
Score 1 if the person describes a stable internal
response either in reaction to or that results in a
class of situations. The class of situations may be
implicitly defined. However, there should be an ex-
plicit internal response which the person clearly de-
scribes as not limited to this activity but as char-
acteristic of other situations. These situations need
not be defined explicitly.
Examples of successful responses include the following:
"When I am a follower, I usually try to ac-
comodate to what the leader wants so that
v;e have a positive relationship where we
both feel comfortable."
"I have difficulty being a spontaneous leader."
"I'd like to be more assertive when I am a
leader .
"
Score 0 if the person describes a pattern not involving
an internal response, if the response is limited to
describing specific reactions to the exercise, or if
there is no response.
Examples of responses scored as unsuccessful include:
"I didn't like the patterns my partner made
when leading."
"My impatience with the situation."
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QUESTION E
This is a process question.
Score 1 if the person describes both (1) explicitly
stated conscious attempts to monitor or control
(2) internal states in this exercise. The actions may
be overt and observable or inner and non-visible.
Examples of successful responses include the following;
"I stopped mirroring when I felt bored."
"I felt like I wanted to act silly, but when I
noticed my partner was uncomfortable, I let
go of this impulse."
Score 0 if the person does not describe both an internal
state and a conscious attempt to control it, or if the
person describes an attempt to control an action only.
Score 0 also if there is no response.
Examples of unsuccessful responses include the following:
"I made eye contact."
"I relaxed."
QUESTION H
This is a process question.
Score 1 if the person describes both (1) explicitly
stated conscious attempts to monitor or control (2) in-
ternal states. The actions may be overt and observable
or internal and non-visible.
Examples of successful responses include the following;
"I allow myself to feel afraid and still continue
to assert myself."
"I try to be less tense, but it doesn't always
work . "
Score 0 if the person does not describe both an in-
ternal state and a conscious attempt to control it,
if the person describes an attempt to control an action,
or if there is no response.
Examples of unsuccessful responses include the following
"Psychotherapy, support groups."
"I don't force myself to be a leader."
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Scoring Summary for Mirroring Exper imen
t
Protocol #
Success Scores
Elemental A.
Questions
:
B.
Total
:
Situational C.
Questions
D.
Total
Patterned F.
Questions
G.
Total
Process E.
Questions
K.
Interest Scores
A.
B.
Total
Total
:
Total
C.
D.
F.
G.
E.
H.
Total Total
:
ELEM
.
SIT. PAT. PROC. SUM.
Self-Knowledge
Scores
Mirroring Suc-
cess scores
/•lirroring in-
iierest scores
-
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Guidelines for Use of Self-Knowledge Theory
Design of Human Relations Training Exercises
I. First determine the self-knowledge stage of parti-
cipants. This may be done in several ways:
A. Use the Experience Recall Test. OR
B. Do an activity with the group. Process it
using questions associated with all stages.
Based on participants successes and failures,
you can make an assessment of self-knowledge'
stages. Be sure to use an exercise which canbe processed at all stages. OR
C. Age of participants can provide a rough
guideline for assessing stage. Children in
primary grades_(K-3) are most often elemental;
situational skills begin to develop in upper
grades of elementary school (4-6)
;
patterned
skills begin towards the end of high school;
process skills in adulthood. Some people do
not develop to maximum potential: many adults
are situational. Some people may develop more
quickly
.
II. General guidelines for processing.
A. Begin with elemental questions and move
through the questions associated with
preceding stages to the maximal level of
participants. Skipping questions from
lower stages deprives people of oppor-
tunities to learn in ways unique to those
stages, learning which is the foundation
for understanding of higher stages.
B. Spend most of the processing time on
questons of the maximum stage of development.
Do not attempt to "push" for movement to
proceding stages.
C. You might experiment with using a couple
processing questions one stage beyond maxi-
mal developmental levels to test if parti-
cipants can begin to move towards the next
stage. However, if questions are not under-
stood or responses are inappropriate, move
back to questions from an earlier stage.
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D. If participants appear to be at different
stages, emphasize questions of each stage of
maximal development; listening to others usinghigher stage skill may help to stimulate
growth for those at the lower stage.
E. Questions listed below are only examples. You
should develop specific questions which fit
the activities being processed.
F. Feel free to ignore or change these guidelines
when they do not seem to fit the situation.
III. Elemental stage questions are ones which ask par-
ticipants to describe;
A. External elements
1. Observable characteristics
Who were the other people? What did they
look like? V7hat things were used?
2. Overt behaviors
What did you do? What did others do?
What else was done? What happened? What
happened after that?
3. Vital statistics
What did you find out about others? How
old was the person? What was their job?
4. Simple thoughts
What were you thinking or saying to your-
self when...? What do you imagine other
people were thinking when...?
5. Elemental feelings (want, hope, like, happy, sad)
What were you feeling? VJhat do you imagine
others v/ere feeling? What were you feeling
when...? Did you ever feel sad? happy?
6. Reports of communication
What did you say when...? What did
others say when...?
7. Modifiers (words used to put an observable
characteristic on an implicit continuum)
What did you like the best in the acti-
vity? What did you like the least? What
do you imagine others like the best? the
least? Did you ever . . . .before? (re-
ferring to something that occurred in
the activity) What was the same or dif-
ferent then?
B. Justaposed elements which are brief, contiguous,
or sequenced segments of an experience, but do
not involve an explicit causal connection between
them.
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C.
Since people at this stage cannot describe
causal connections, efforts to increase causal
understanding must be accomplished by limitingquestions to juxtapositions: e.g., what happened?Then what? And after that? etc. The leader then
may suggest a causal connection. (This type
*3^sstioning need not be used for partici-
pants at higher stages.
No summary
_ references to the whole situation
by describing a reaction to the entire event
naming a cause or consequence of the experience,
or in any way describing it as a single experi-'
ence.
Questions to help stimulate learning about the
event and its meaning must be asked in a slow
progression of steps, each of v;hich deals only
V7ith elements; What happened first? What hap-
pened afterwards? Can you think of another time
^hen happened? VJhat happened first then?
VJhat happened afterv/ards? What was the same or
different about that?
III. Situational stage questions are ones which ask
participants to describe;
A. Internal elements referring inside a person
and inside a specific situation.
1. Internal or clicked affects
What feelings did you have? Did you
ever feel similarly in other situations?
W^hat else did you feel? Did you feel
when ?
2. Non-visible bodily reactions.
What body sensations did you have? Did
you ever feel trembly? Nervous? Calm?
3. Complex thoughts that refer to a mixture
of thought and affect.
What other thoughts did you have? Did
you ever feel confused? worried? hazy?
What about?
B. Causal connections
Why did you ...? What do you think made you..?
Why did ... happen? Why didn't ... .happen?
C. Reverences to a situation as a single ,experience
by summarizing the event with a title, describing
a reaction to the event, or naming the causes
or consequences of the event.
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Questions listed above can be directed
towards understanding the whole event. Howdid you feel about this experience? Whatdo you think will be the consequence of
what happened? What is your reaction to
what happened?
Compar i soitis can also be made with other
experiences to help generalize learning:
Are there other experiences similar to
this one? What was similar or different
about your reactions? the causes? the
consequences?
IV. Patterned stage questions are ones which ask
participants to describe both (1) descriptions
of stable internal responses to (2) a class
of situations. Stable internal responses are
internal elements characteristic to a number
of situations over a period of time. A class
of situations is a set of events all of which
have a common characteristic.
Patterned questions may include ones such as:
What is typical about your reaction in this
exercise? How do you characteristically respond
when you ... .7
V. Process stage questions are ones which ask parti-
cipants to describe both (1) actions taken to
control, modify, or develop (2) internal states.
Actions may be overt, observable, or non-visible.
Internal states may be patterns or situation
specific
.
Process questions may includ ones such as these:
Did you do anything to change how you were feel-
ing when...? What do you do to change your patterns?
Appendix D
Are Questions on the Mirroring Questionaire Oriented
to Particular Stages?
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Are Que stions on the Mirroring Questionaire Oriented
to Particular Stages?
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Table 16 shows the extent to which participants
responded to questions on the Mirroring Questionaire
using processes associated with higher stages than
the question.
Table 16
‘
Responses Using Processes of Higher Stages
than Questions on the MQ
Stage of Stage of Questions
Participants Elemental Situational Patterned N
Situational 44% - . 45
Patterned 71% 6% - 35
Process 89% 10% 16% 19
In responding to questions associated with the
elemental stage, the higher the stage, the greater
the tendency to respond using processes associated
with higher stages. However, patterned and process
participants, with only one exception, responded
using situational self-knowledge functions; they did
not use patterned or process functions. Responses
of most patterned and process participants to situ-
ational questions were not characterized by use of
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functions associated v/ith higher stages. Similarly,
responses of most process participants to patterned
questions were also not characterized by use of pro-
cess functions.
One might therefore conclude that processing
questions may produce a response appropriate to a par-
ticular stage regardless of the developmental level
of the participant.
Appendix E
Are Questions on the Experience Recall Test 0r i ente
d
Tov7ards Particular Stages?
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Are Ques^ons on the Experience Recall Test Oriented
Towards Particular Stages?
On the basis of the data, one can conclude that
questions on the ERT are linked to particular stages
as follows:
Question A — elemental and situational
Questions B and C - situational
Questions D and E - patterned and process
Analysis of the data reveals that some parti-
cipants at each stage did use skills even when the
question did not stimulate that type of resoonse:
Table 17
Percentage of Elemental Participants Responding
to Questions on ERT
Question
A
Questions Questions
B and C D and E
50% 33%
N=19
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Table 18
Percentage of Responses to
Question A on ERT at Each Stage
Stage of N Stage of Responses
Participants Elemental Situational Patterned Process
Elemental 12 100% 0% 0% 0%
Situational 45 100% 93% 0% 0%
Patterned 35 100% 94% 17% 0%
Process 19 100% 100% 26% 21%
Table 19
Percentage of Responses to Questions B and C
on ERT at Each Stage
Stage of N Stage of Responses
Participants Elemental Situational Patterned Process
Elemental
Situational
Patterned
12 50% 0%
1
0%
1
0%
j
45 53% 73% 0% 0%
35 23% 100% 23% 0%
19
[
21%
j
84% 21% 37%Process
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Table 20
Percentage of Responses to Questions D and E
on ERT at Each Stage
Stage of Stage of Responses
Participants N Elemental Situational Patterned Process
Elem.ental 12 33% 0% 0% 0%
Situational 45 59% 27% 0%
1
0%
Patterned 35 23% 69% 100% 0%
Process 19 21% 63% 84% 79%
The data appears to support the notion that
various questions on the ERT are oriented towards par-
ticular stages. On question A, patterned and process
participants did not tend to respond using self-knowledge
functions of the higher stages even though they possessed
the capability to do so. Questions B and C appear to
be oriented towards the situational stage: patterned and
process participants did not tend to utilize higher
level functions in responding while elemental partici-
pants tended not to respond to either question. Ques-
tions D and E appear to be oriented towards the higher
stages
:
patterned and process individuals tended to
respond using stage-appropriate functions, elemental
participants tended not to respond at all to the ques-
tions, and situational participants tended to respond
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more at an elemental level, indicating sometimes
that they did not know how to answer the question.
Table 21
Percentage of Situational Participants Responding
at Each Stage to Questions on ERT
Stage of
Responses
Elemental
Situational
Question Questions Questions
A B and C • D and E
100% 53% 69%
93% 73% 27%
N=45
Table 22
Percentage of Patterned Participants Responding
at Each Stage to Questions on ERT
Stage of
Responses
Question
A
Questions
B and C
Questions
D and E
Elemental 100% 23% 2 3%
Situational 100% 100% 69%
Patterned 17% 23% 100%
N=35
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Table 23
Percentage of Process Participants Responding
at Each Stage to Questions on the ERT
Stage of
Responses
Question
A
Questions
B and C
Questions
D and E
Elemental 100% 21% 21%
Situational 100% 84% 63%
Patterned 26% 21% 84%
Process 21% 37% 79%
N=19
Further investigation may help to determine in
which cases responses indicate significant differences
in development. Some of the possible areas for in-
vestigation includ -.'the following:
(1) Is there a significant difference between
a person at the elemental level who responds
to questions B, C, D, or E compared to one who
does not respond?
Although elemental participants tended not to
respond to questions other than the first one, approxi-
mately half responded to questions B or C and one-
third to the last two questions. Since all elemental
participants have the same score, it is not possible to
drav7 conclusions from this investigation regarding
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differences among those who responded and those who
did not do so.
(2) Is there a significant difference between
a person at the situational level who uses situ-
ational skills (a) in questions B and C compared
to one who does not do so? (b) in questions D
and E compared to one who does not do so?
Differences in those who responded using situ-
ational skills in questions on the ERT compared to
those who did not do so are summarized in the
following tables:
Table 24
Differences in Situational Participants
Who Responded to Questions B and C Using Situational
Skills and Those Who Did Not Do So
Used Situa- Range of Mean
tional Skills N Summary Scores Score
Yes
No
35 108-180 136
10 108-161 123
p= . 05 t=2. 14
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Table 25
Differences in Situational Participants
Who Responded to Questions D and E Using Situational
Skills and Those Who Did Not Do So
Used Sit- Range of Sum- Mean Number of Number of
uational N mary Scores Score Children Adults
Skills
Yes 12 130-180 149 1 11
1
1
No 33 108-175 128 21
1
12
1
p=. 001 t=3.90
Table 26
Differences in Situational Participants
Who Responded to Questions on ERT Using Situational
Skills and Those VJho Did Not Do So
Used Sit- Numbers
uational Range of Sum- Mean of 3rd
Skills N mary Scores Score Graders
Both in B or
C and D or E
8 133-180 151 1
t=2. 38
1
Either in B,
C, D, or E
28 108-175 134 6
p= . 05
t=3.90
p= . 001
Neither in
B,C,D, or E
9 108-138 116
!
Based on the data in this investigation, some
differences do appear to exist between participants
who used skills and those who did not do so. Those
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who used skills in responding to questions B and C
had a somewhat higher median score than those who
did not do so. Those who used skills in responding
to questions D and E also had higher mean scores than
those who did not do so; moreover, most children did
not use skills in responding to these questions. Since
age is another indicator of development, this rela-
tionship may proivde evidence of significance. Exami-
nation of data regarding use of skills in both types of
questions also shows a positive relationship between
age and mean scores. Only third graders failed to use
skills in responding to any questions. The more exten-
sively the skills were used, the higher were the median
scores
.
(3) Is there a significant differences between
a person at the patterned level who responds us-
ing patterned skills (a) in question A compared
to one who does not do so? (b) in questions
B and C compared to one who does not do so?
Differences in those who used patterned skills in
responding to these questions compared to those v/ho
did not do so are summarized as follows:
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Table 27
Patterned Participants Responses to Question A
Used Patterned
Skills N
Range of
Summary Scores
Mean
Score
1
Yes 6 205-310 247
No 29 146-227 182
P= . 001 t=4 . 35
Table 28
Patterned Participants Responses to Questions
B and C
Used Patterned Range of Mean
Skills N Summary Scores Score
Yes 8 189-310
I
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1
1
No 27 146-244 182
1
L
p=.01 t=3.57
Table 29
Patterned Participants Responses to Questions
A, B, and C
Used Patterned
Skills in A,
B
,
or C
Yes
No
Range of Mean
N Summary Scores Scores
10 189-310 231
25 146-224 179
p= . 001 t=9.86
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On the basis of t-tests, some differences do
appear to exist betv/een participants who used pat-
skills and those who did not do so. Those who
responded to either question A, B, or C seem to
have higher summary scores than those who did not do
so, indicating that these participants might be at
higher levels of development.
(4) Is there a significant difference between
a person at the process level who responds
using patterned and/or process skills in
(a) question A compared to one who does not
do so? (b) questions B and C compared to one
who does not do so?
Differences among those who used patterned and
process skills in responding to these questions com-
pared to those who did not do so are summarized as
follows
:
Table 30
Process Participants Responses to Question A
Used Patterned/ Range of Mean
Process .Skills N Summary Scores Score
Yes
No
6 218-337 264
13 198-340 253
p=.l t=.51
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Table 31
Process Participants Responses to Questions B and C
Used Patterned/
Process Skills N
Range of
Summary Scores
Mean
Score
Yes 9 198-340 260
No 10 199-337 253
p=.l t=.32
Table 32
Process Participants Responses to Questions
A, B, and C
Used Patterned/
Process Skills
in Responding to N
Range of
Summary Scores
Mean
Score
Both A and B/C 2 218-270 244 t=.16
0“ 1
Either A,B, or C 5 199-288 239 t=1.25
Neither A,B,C 12 198-340 266 t)
II
Based on this data, there do not appear to be
significant differences among process participants to
the same extent as occurred with indivdiuals at other
levels. The mean scores and range of scores of parti-
cipants who responded to question A and to question
B or C did not differ significantly from those who
did not do so. Moreover, in analyzing data on all
questions together there appears to be an inverse
relationship: those who answered neither A, B, or C
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using process or patterned skills had a higher
mean score than those who answered neither A, B,
or C using higher level skills.
The analysis of differences in responses by
individuals at each stage to specific questions
indicates that some trends exist. Situational
Participants who used situational skills in responding
to questions iB, C, D, or E may be at higher levels
of development than those who did not do so. Simi-
larly, patterned participants who used patterned skills
in responding to questions A, B, and C appear to be
at higher levels of development that those who did
not do so.
The validity of these conclusions is limited inso-
far as summary scores on the ERT are not independent of
use of specific skills in responding to specific
questions. Thus, the frequency of responses at a parti-
cular stage determines the summary score: individuals
may have higher summary scores simply because they
used processes more often rather than because the
question stimulated its use.
Appendix F
Possibilities for Defining Additional Stages
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Possibilities for Defining Additional Stages
Altho-ugh development is described as involving
four separate stages, the theory only models reality.
Actual development might, in fact, occur through a
series or smaller steps. If self-knowledge theory can
be expanded to provide more specific descriptions of
development, then applications of the theory might also
be more successful. During the course of this investi-
gation, somt possibilities emerged for modifications
of the stage theory. These possibilities did not stem
directly from the data analysis but rather from sub-
jective impressions which emerged as a result of dif-
ficulties encountered in administering and scoring the
ERT and the Mirroring Questionaire . These modifica-
tions m.ust be tested empirically.
Analysis of present scoring procedures reveals
that changes between stages are based upon a few
fundamental principles. Development can be seen as
a continuum with growth occurring on several different
levels
:
(1) Simple, undifferentiated types of expression
using few categories for description of experience
to elaborate, differentiated and complex types of
expressions with many categories for description
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of experiences.
(2) Few types of processes to describe experience
to many types of processes to describe experiences.
(3) External focus to a more internal focus.
(4) Moment-at-a-time awareness to awareness
encom.passing a more expanded time frame.
(5) Static and disconnected description of
experience to dynamic and inter-connected
description of experience.
Thus, at the elemental stage, a person has the
fewest number of processes available to describe ex-
perience. The focus is primarily on the outside world.
Only simple thoughts and five elemental feelings are
described. Awareness of time is described as single
moments in succession. No connections are made between
elements
.
At the situational stage, a person has additional
processes available in describing experience. Although
the focus remains on the outside world, there is more
ability to describe internal elements - feelings and
complex thoughts. The time frame is expanded to include
whole situations. Causal connections can be made among
elements
.
At the patterned stage, processes become even
more sophisticated. The primary emphasis is with in-
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ternal life; external elements become important
insofar as they affect oneself. The time frame now
includes whole classes of situations. The ability to
see causal relationships is extended to include
stable, internal patterns.
At the process stage, self-knowledge functions
are more sophisticated. One not only observes internal
life but learns to transform it, not only observes
causal connections, but uses the knowledge to change
oneself
.
If development occurs along a continuum, then one
can regard the present description of stages as pictures
of development at particular points. Additional stages
might be described simply by identifying characteristics
at other points along the continuum.
The informatim which helps to clarify possibilities
for other stages comes from analysis of present scoring
procedures. In some cases, several distinct developmental
steps are placed together. In some cases, no distinc-
tions are made between processes that might actually
be different.
For example, the expansion of causal understanding
is presently described in four steps: from juxtaposi-
tions (elemental) to identification of explicit causal
relationships (situational) to identification of
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causal relationships in internal patterns (patterned)
to identification of proactive efforts to change internal
elements (process) . This sequence might be expanded
as follows: non-logical juxtaposition, time-sequenced
juxtaposition, logical juxtaposition, explicit
description of causal connections in external elements,
explicit description of causal connections in internal
elements, description of causal connections in external
patterns or global internal patterns, description of
internal patterns, description of proactive efforts to
change internal elements, and description of successful
efforts to change internal elements.
Using this process, some additional stages can be
hypothesized as follow's:
(1) Pre-elemental - At this stage, experience is
described in sequences of non-logically juxtaposed
elements. There is no description of internal elements:
expression of internal feelings is made physically; there
is no description of thoughts.
(2) Elemental - At this stage, experience is
described in elements that are juxtaposed temporally
or logically but not explicitly connected. Feelings
are described only in terms of action words. There
is no description of thoughts.
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(3) Pre-situational - At this stage, external
elements are connected causally and explicitly. The
five elemental feelings, cliched affects, and simple
thoughts are used.
(4) Situational - At this stage, experience is
described using either causal connections that involve
an internal element, or internal affects and complex
thoughts. References to v;hole situations may also be
made
.
(5) Pre-patterned - At this stage, experience is
described using either comparisom of situations or
ranking of situations on a continuum, description of
patterns involving external elements, description of
global or incomplete internal patterns, identification
of feelings that persist in time, or identification
of more than two feelings and/or causal links involving
one element.
(6) Patterned - At this stage, experience is
described in terms of stable internal patterns in which
both the stable feeling and set of situations:-is..described
explicitly
.
(7) Pre-process - At this stage, experience is
described involving efforts to change internal states,
or av;areness of changes in internal states.
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(S) Process At this stage, experience is
described in terms of successful attempts to change
internal states either in situations or in patterns.
An additional stage might also be postulated,
one in which ability to change internal states has
been integrated and is utilized as part of a return
of focus to the external world. However, because of
the difficulty in specifying explicit criteria for
defining the stage as well as in finding individuals
at that stage, no effort will be made at this time
to describe the stage more exactly.
Research to document the existence of additional
stages might be conducted by scoring a set of ERTs
using a combination of a molar and molecular approach.
Individual coding units might be identified and each
one labeled according to the characteristics it con-
tains. A Guttman scaling technique might be used to
determine the hierarchy of characteristics. This
list of characteristics might include:
Non-logical juxtaposition
Temporal juxtaposition
Logical juxtaposition
Feelings described as actions
Explicit causal connections between external elements
Description of five elemental feelings
Description of simple thoughts
Explicit causal connections involving one internal
element
Complex thoughts
Description of affect
Comparisom of situations
Ranking of situations
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DGScription of global or incomplet© internal
patterns
Description of external patterns
Identification of feelings that persist in tiine
Identification of more than two affects and/or
causal links involving one element
Description of stable internal feeling in reaction
to an explicitly identified class of situations
Description of effort to transform internal element
or passive awareness of change in internal
element
Description of successful proactive effort to
change internal element.
By establishing a more specific sequence of
steps in development, it will becom.e possible to create
more effective psychological education interventions
geared to individual needs.


